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ABSTRACT 
This study investigates what schoolteachers think they need to know about their students 
in order to successfully teach them. From a particular context of teachers in an urban Midwest 
school district, the perceptions of local practicing teachers were compared to a model constructed 
from literature and research on culturally relevant pedagogy, a field that centers on bridging the 
gap between home and school cultures so that all students may be academically successful, not 
just those students whose cultures coincide more closely to school culture. Four main knowledge 
areas were identified and used as the model for this study’s methods: Language and 
Communication knowledge, Instructional knowledge, Culture and Community knowledge, and 
Critical Perspectives knowledge. Drawing from these four areas, teachers were asked for their 
perceptions of the knowledge they need regarding their ethnically diverse students through the 
use of a survey and follow-up interviews. The data were analyzed to see how important teachers 
viewed the knowledge and how familiar they were with the knowledge. The findings are 
beneficial in regards to identifying areas of culturally relevant teaching knowledge that may need 
more attention in this particular context of teachers responding to a diverse student population. 
Implications and recommendations for professional development are given for teaching 
ethnically diverse students. The research questions guiding this study are the following: 
1. How familiar are teachers with the types of knowledge that the literature suggests they need 
to know about their culturally diverse students in order for successful culturally relevant 
teaching to occur?  
2. How important are these types of knowledge to teachers? 
3. Do teachers view their own knowledge base of and adaptability to ethnically diverse students 
as partially the reason behind their academic success or failure?  
 1 
 
CHAPTER 1: INTRODUCTION 
1.1 Background of the Study 
Theories and practices for reaching a culturally diverse student population have become 
important to any population or community where people of many cultures reside and have thus 
infiltrated many school districts in the US. However, what culturally relevant teaching actually 
looks like varies from region to region. According to Ruggiano, Schmidt, and Lazar (2011), 
“culturally responsive pedagogy has been defined and redefined over the last 30 years” (p. 6). 
Opinions about how to teach multilingual students and what teaching diverse classrooms should 
constitute are countless. Therefore, research theories specifically intended to describe what 
culturally responsive teaching is and does need to be brought together to create a model that can 
form a basis for analyzing current k-12 teachers’ perceptions and ideas regarding what they need 
to know about their students. A model of knowledge to apply to a current context of teachers was 
one goal of this study.  
Teachers in schools today have varying degrees of experience with populations of students 
from different backgrounds. All teachers are likely to have a philosophy about teaching that may 
or may not coincide with the guidelines and suggestions put forth by scholars who have studied 
culturally relevant teaching. This philosophy is influenced by the schools these teachers work in, 
the backgrounds they come from, and their personalities. For example, it seems likely that 
teachers in many bilingual education programs would believe in the importance of students 
becoming bilingual and fully biliterate – able to function fully in two different modes of 
language, identity, and social living. The Midwest metropolitan area that is the focus of this 
study has undergone immense changes due in part to a large influx of immigrants, refugees, and 
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non-resident aliens in recent decades (Ravuri, 2003), but is a place that has few to no bilingual 
programs. So what are the philosophies of the teachers who are faced with these new 
demographics? This study aims to reveal information about this question. 
Large communities of international cultures have formed in areas of the US that have been 
traditionally populated by Anglo-American residents (Hamann, Murillo & Wortham, 2002), the 
Midwest included. Many educators in these areas are faced with linguistic and cultural 
challenges because their students come from cultural backgrounds with which teachers are not 
familiar, and perhaps have never taught before. To respond to these challenges is where 
knowledge and training about teaching a diverse group of students is helpful. This research 
interest is rooted in my own history, in which I have had the chance to work with teachers in a 
Midwest urban elementary school as a bilingual outreach worker for families speaking the 
Spanish language. I came across teachers who seemed to understand a lot about their students 
because they were always trying to learn more about their students’ cultures. These were 
teachers who were creative with the breadth of activities they did in class, showed genuine care 
to their ethnic students, and established a lot of communication with me in order to be able to 
contact parents of Spanish speaking students for more family-school interaction. I saw teachers 
with a lot of patience, and these I highly respected. I also interacted with teachers who just as 
equally did not relate to their ethnic students. The cultures represented in the classroom were so 
different from their own that it was sometimes an excuse to downplay a students’ value. The 
similarity I noticed between most teachers in that school was that they were all monolingual. 
Although it may seem to be a downfall to relating to multilingual students or a student with very 
limited English, the hope is that there are many ways a teacher can successfully connect with 
cross-cultural students despite not being able to speak their language. 
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The trend that teachers in public schools today mainly come from middle-class, Anglo-
American backgrounds and are female (MacPherson, 2010; Zumwalt & Craig, 2005, cited in 
Castro, 2010) does not help narrow the divide between an increasingly diverse student 
population and a predominantly non-diverse teaching staff. However, even if teachers who were 
internationally educated have higher levels of self-perceived empathy and more shared 
backgrounds with their ELL students (Faez, 2012), all teachers, “regardless of their backgrounds, 
require appropriate preparation to address the needs of ELLs” (2012, p.64). MacPherson (2010) 
reports that the “instructional styles of teachers can be more important than their ethnic 
membership” leading to a teacher’s ability to be responsive to the students’ cultures and 
languages, “significantly affecting their performance, retention rates, and sense of belonging” (p. 
271). Of course, even if a teaching staff has a high number of ethnically diverse teachers, it is 
likely that their backgrounds will still never match exactly to all students’. So, despite the 
cultural background of teachers in any diverse area, there is the need for all teachers to be 
sensitive to demographic changes in the classroom. Through appropriate reflective practices, 
training, and knowledge, the literature suggest that it is possible that all teachers, regardless of 
ethnic makeup, may be able reach their culturally diverse students (Ruggiano, Schmidt, & Lazar, 
2011). Of course, if there were no hope that white, middle class teachers could teach classes of 
students speaking 13 languages or more and bring them to high academic levels, then education 
in diverse areas is surely doomed.  
On the same note, however, pre-service teachers are being trained much more in 
multicultural education than in the past (Castro, 2010; Dooly, 2007; Webster & Valeo, 2011). 
School districts and staffs are forced to make decisions in response to demographic shifts by 
providing translation and language services for families, deciding on a culturally relevant 
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philosophy or bilingual programming for English language learners, and perhaps providing much 
more professional development and training than ever needed before. Because of the increase in 
multicultural education training given to young teachers and the required training for current 
teachers, it is likely that current teachers have needs for being more effective in reaching their 
students, and especially in regards to knowing more about the cultures of their students 
(MacNevin, 2012). With this in mind, the knowledge suggested in culturally relevant teaching is 
brought out in this study’s review of literature with the understanding that more knowledge about 
students may be necessary for culturally relevant teaching to be successful.  
Language and communication knowledge is included as part of culturally relevant theories. 
To understand the impact that knowledge about language has in a teacher’s practice, consider the 
teaching of a homogenous group of English-speaking students. When students and teacher speak 
the same language, there are few challenges in regards to language and communication (although 
there are challenges of academic language in general). It may not even surface in the teacher’s 
mind that language and linguistics are important at all. When teacher and student use the same 
language to communicate, there is an unconscious feeling of mutual identity acceptance simply 
within language use; this identity acceptance does not have to be addressed and it is not 
questioned. When another language is thrown into the picture, for example, a new student who 
speaks Vietnamese, there becomes what most might call a language barrier. However, more than 
a simply obstructed way to communicate, a vast number of issues also arise that are highly 
connected to language: identity crisis, cultural misunderstanding, politeness norms, behavior 
differences, and emotional esteem, all of which can influence academic achievement. 
Most realize that some kind of ESL program will be needed for this example student, but too 
many stop at just that one solution. Whereas ESL teachers can contribute to helping students 
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better communicate in their mainstream classes, other issues are present that demand that every 
mainstream teacher know more about the differences and overall contexts of their own worlds in 
which they teach: culture, language, psychology, politics, social power, mobility, and economy. 
When teachers know more about their students, they are in a better position to help them become 
more successful and also to relate to them on an affective level (Ruggiano & Schmidt, 2011). 
Similar to knowing more about language spoken in the classroom is Pennycook’s references of 
“critical language awareness as an essential element of social change” in his introduction to 
TESOL’s volume on critical approaches (1999, p. 336). Critical language awareness ultimately 
refers to someone’s ability to recognize what appropriate language is, and can be affected by his 
or her race or ethnicity. Change and awareness in education for the context of the current study 
are themes in this study. This background knowledge supports the study for context to state the 
problem in the next section. 
1.2 Statement of the Problem 
Only a couple of decades ago, teachers and students in many areas of the US were mainly of 
the same culture and only English was necessary for communicating. The English-only 
pedagogical context has remained the norm in the Midwest. Even with the gains made in ESL 
programs and with best intentions, it seems teachers still need help to reach the African, Asian, 
Latino, and Native American students to help them become academically successful, as these 
marginalized groups have not been as successful (Gay, 2000). Many culturally relevant teaching 
theories exist in the literature that offer the rationales for knowing about students’ backgrounds 
and teaching strategies, helping inform teachers how to respond to their students for success, but 
little has been done to test these knowledge areas and concepts in a realistic context of teachers. 
More importantly, because of a lack of case studies of practice to test the culturally relevant 
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teaching knowledge of teaching staffs, current theories may exist without revision needed to 
reflect specific educational situations.  
The current study brings together some of the research in culturally relevant teaching to first 
establish a model of knowledge needed, and then constructs a survey to which teachers in a 
group of five schools from a US metropolitan area respond with not only their perceptions on 
knowledge they believe is necessary or not necessary to obtain about their students, but also with 
their ideas on how they can best be supported through staff development or training. The goals of 
this study are to identify what teachers need professionally that help them to be more culturally 
relevant teachers, and to identify gaps that may exist in schools teaching staffs in light of 
culturally relevant teaching knowledge bases.  
1.3 Purpose of the Study 
 The purpose of this mixed-methods study was to understand how the experiences of 
teachers in urban, culturally and linguistically diverse student population contexts relate to the 
suggested knowledge found in culturally relevant teaching theories. The study used a model 
based on the knowledge needed to be a culturally relevant teacher to look at how teachers in one 
particular urban context were familiar with the concepts in the model and also the degrees of 
importance they perceived the knowledge concepts to be in their teaching practice. The teachers’ 
experiences and outlooks bring forth a new way of seeing the culturally relevant teaching model 
that informs professional development in the field of teaching. 
1.4 Research Questions 
To examine what the target group of teachers know about culturally relevant teaching 
methods compared to the literature, the research questions which guided this study are: 
 7 
4. How familiar are teachers with the types of knowledge that the literature suggests they need 
to know about their culturally diverse students in order for successful culturally relevant 
teaching to occur?  
5. How important are these types of knowledge to teachers? 
6. Do teachers view their own knowledge base of and adaptability to ethnically diverse students 
as partially the reason behind their academic success or failure? 
1.5 Significance of the Study 
 
This study compares teachers’ thoughts about their knowledge and awareness of their 
students to a model of the knowledge areas in culturally relevant teaching constructed through an 
examination of the research. Although similarities can be drawn between this study and other 
efforts for professional development in ESL programming, the questions in the survey 
specifically point toward knowledge bases in culturally relevant teaching research that have not 
yet been brought forth as a way to evaluate teachers in a specific context, and the target 
participants are all k-12 teachers – not just ESL teachers. At the heart of the research is an 
understanding that student populations comprise a number of languages and ethnicities that 
constantly fluctuate in and out of school communities and districts; this fact brings relevance and 
urgency to the current study.  
Because the study seeks to inform the practice of teachers in similar contexts as well as 
inform districts about current experiences of teaching staffs, the study supports teachers in 
reaching their multilingual students, as the goal behind culturally relevant teaching is for all 
students to be academically successful, not just those students whose cultures are closer to school 
culture. Culturally relevant teaching essentially attempts to bridge the gap between the home and 
school cultures (Ladson-Billings, 1995) and to battle the “disparity in academic achievement 
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across ethnic groups that are attributable to racism and cultural hegemony” (Gay, 2000). 
Implications of the study include a push for professionals in education to revise, revisit, and 
reflect on their teaching methods and knowledge base about their students in order to become 
more relevant to their current student population. A picture of the model on culturally relevant 
teaching knowledge as it pertains to the current study’s context can also impact the school 
districts’ decisions about the structure of professional development. 
1.6 Organization of the Study 
 
This study explored the opinions and experiences of teachers in a particular context of 
diverse schools regarding the important knowledge areas of culturally relevant teaching and 
examined teachers’ perceptions of how important the concepts are, their familiarity with the 
concepts, and their awareness to responsibility for knowing the concepts. The findings aim to 
help inform teachers on what they might consider in their practice, and districts on how they 
might implement professional development that pertains to teaching multicultural classrooms.  
Chapter 2 contains a review of literature that covers the historical context of English in 
the US and education. It also looks more closely at the literature that has contributed to the 
development of a culturally relevant teaching model, and discusses the area of professional 
development. Chapter 3 describes the methodology used for the study, including a detailed 
rationale for the approaches, tools, procedures, and analyses used. Chapter 4 presents the 
responses of the questionnaire and interviews. Chapter 5 offers a discussion of the findings, a 
conclusion based on the research questions, implications to the field, limitations, and directions 
for future research. 
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CHAPTER 2: REVIEW OF LITERATURE 
 
Chapter 2 examines previous research on culturally relevant teaching and provides a 
historical context for its use in the US. A model is developed based on the knowledge suggested 
by prior research. A critical examination of the research will lead to the primary research 
questions of the current study, focusing on a group of schools in the Midwest. 
2.1 History and Politics of US English in Education 
Culturally diverse populations are not and have never been uncommon in the US. 
Because students come from varying language backgrounds, the question arises about which 
language should be the medium of education. The US is a very complex example of a country 
that has responded to this question in a multitude of ways. A history of colonialism, 
decolonization, and slavery has contributed to the social and political opinion surrounding 
language use in the US. John Trimbur points out that because the US Founding Fathers never 
established a national language during the colonial and national periods, language policy has 
rather been a matter of custom, “operating through cultural formations instead of state mandate” 
(2006, p. 576). This observation of linguistic history in the US calls for a closer analysis into 
other events surrounding the multiple languages and communities entering the US because 
linguistic culture is really about prejudices and assumptions that people have regarding a 
language. The English language has taken shape in the US, but how did that happen in relation to 
the other languages of US history?  
The US’s linguistic culture has been shaped to ignore the Plantation Creole spoken by 
slaves, the French, Spanish, and Native American hybrids spoken along the borders, and pidgins 
spoken by multiethnic trade crews (Trimbur, 2006). Finally, the closest to a language policy that 
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resulted was the establishment of the English of the New-England settlers per Noah Webster’s 
desire for uniformity of English (Trimbur, 2006). Today, the English of the Anglo-Saxon 
descendants’ dialect has become institutionalized in the modern US university; educationally, 
Trimbur notes, the role of languages other than English were diminished in the late 1800s and 
early 1900s and English became the “unquestioned medium of instruction” and “identified with 
science, technology, and the professions” (Trimbur, 2006), and classrooms and textbooks 
devoted much more time to rhetorical instruction rather than the attention now paid to 
correctness of grammar, punctuation, spelling, and capitalization before 1859 (Elbow, 1999).  
Despite much debate surrounding language in the US, linguists fortunately agree that 
teachers should convey to students of nonstandard dialects and other languages that they respect 
these dialects and mother tongues and accept them as a “full, complete, sophisticated language – 
and in no way inferior or defective compared to Standard Written English” (Elbow, 1999, p.364). 
An equally important suggestion is that teachers show these students that they are seen as smart 
and “linguistically sophisticated” (Elbow, 1999, p.364). Even though this argument is intended 
for the context of teaching English composition, the same concept may be applied to any teacher 
in US culture. And this respect of students’ various dialects and backgrounds in the classroom is 
not only for their own academic success, identities, and well being as students, but they also 
bring something to be shared in the classroom.  
The fact is that students of other languages and dialects come into the classroom with 
perhaps fewer skills in Standard Written English, but with greater linguistically sophisticated 
skills than their classmates who have mother tongues that are closer to “prestige English,” 
termed by Pennycook (1994) when describing the role that English played during colonialism 
and its continued role in the postcolonial era. Students with a differing language background 
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most likely have practice with hearing and understanding multiple dialects, they probably have 
practice with switching codes, and they are usually aware of social realities as they pertain to 
linguistic variation (Elbow, 1999). When teachers do their best to set up their classroom so that 
all students see the richness and sophistication of every student’s background languages and 
dialects, all students benefit from a much more fruitful education (Elbow, 1999). Already, the 
idea that English is an unquestioned language and viewed consciously or subconsciously in 
connection to one particular culture of preference has presented a dilemma for students entering 
schools who come from different cultures and have a different native language if teachers are not 
careful. 
Thankfully, much literature has discussed what “prestige English” is, and how it should 
be approached when teaching students whose mother tongues are different. Others have alluded 
to same concept with different terminology; Elbow (1999) calls Standard Written English the 
written language of power and prestige; even Bourdieu (1986) discusses cultural capital as the 
forms of skills, education and other advantages that a person has in society that give them status, 
highly related to academic achievement is his notions of cultural capital in the “institutionalized 
state” where strategies exist for “converting economic capital into cultural capital, which are 
among the short-term factors of the schooling explosion and the inflation of qualifications” and 
“governed by changes in the structure of the chances of profit offered by the different types of 
capital” (p. 51). Gay (2000) talks about the concept of prestige English by discussing cultural 
hegemony – the standards of the European American cultural system in the US has been imposed 
on all others. To improve students’ achievement, education may need to be “filtered through the 
cultural frameworks of students of color” (Gay, 2000, p. 208). It is ironic that cultural hegemony 
and the imposition of Eurocentric values is so prominent in the US even though US society is 
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made up of many ethnic people who have contributed and influenced US culture, but because of 
the multitude of cultures, schools programs and practices ought also to be multicultural (Gay, 
2000).  
An analogy often used to illustrate the complexity of the connection between language, 
culture, and power is that of playing a game; terms such as following certain rules are mentioned 
(Canagarajah, 2006; Cummins, 2000). The rules of the game are explained as requiring 
subordinated groups to “deny their cultural identity as a necessary condition for success in the 
mainstream society” (Cummins, 2000, p. 44) and there are “gatekeepers” who represent the 
dominant group. Of course, not all the gatekeepers have to be from the privileged group, but if 
they are from the subordinated group, they most likely are compliant and have accepted the rules 
of the game (Cummins, 2000). The analogy as illustrated by Cummins presents a very clear 
problem: No one should have to deny their cultural identity in order to be successful. The game 
analogy is usually shown as it being a very unfair game because it favors the monolingual, 
Eurocentric values of Anglo-Saxon descendants and suggests inequality. The traditional solution 
to teaching minority language students has been to equip them with the type of English they need 
in order to play the game too, but no attempt is made to change the rules.   
A dichotomy of social opinion exists among educators on what their role is in their job 
that is closely linked with constructs of culturally relevant teaching: 1) Teach students to follow 
the rules and play along (i.e., teach students what they need to know about English and American 
ways so that they can make it in a society that will not otherwise accept them), or 2) teach 
students what they need to know to change the rules of the game (i.e., teach beyond the social 
norms by encouraging a critical awareness of language and culture in the context of their 
surroundings so that they can create social change). Although the two beliefs seem similar and 
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may often result in the same outcome, the real difference lies in the reasoning behind the way 
one teaches and depends on how strongly someone believes in the idea that Standard Written 
English is to be the “unquestioned medium” (Trimbur, p.583) of communication in the US. 
Because of the multicultural makeup of US society, this thinking tends to place English as a 
language that keeps power in the hands of only a select few – the select few being those who are 
descendants of English origin and now, due to history, are often linked to those who have more 
affluence and political and social power. The research supports both views.  
Some authors submit to the learning of prestige English, referring to it as an unfortunate 
game, but one that still must be played in order for minority students to succeed in any way 
(Elbow, 1999). Other authors push more strongly for the rules of the game to be changed 
(Canagarajah, 2006; Young & Martinez, 2011). Despite the reasons behind each way of thinking, 
all these authors have proposed ideas toward language and education policies that allow for a 
multilingual direction in the education system. The ideals discussed in the works by these 
authors not only suggest a safer place for students to use languages and dialects most 
comfortable to them in their academic work, but also suggest a renunciation of monolingualism 
and US monoculture. The assumption being attacked is that the US should continue to educate 
for assimilation into the mainstream English-speaking world, a world that, in reality, has only 
existed among those who are monolingual and have held political power (Trimbur, 2006).  
2.1.1 Valuing multilingualism in US education 
The reality of the multilingual society in the US has traditionally been attacked for 
various reasons, but surrounding education today are new ways of looking at nurturing cross-
language relations. “Code-meshing,” for example, is a concept that has challenged the traditional 
view that students should master only academic literacy in English and that home languages and 
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dialects are only an inhibition. Code-meshing according to Canagarajah (in Young & Martinez, 
2011) has given rise to new terms like transcultural literacy, multiliteracies, translanguaging, 
polylingual languaging, among others that exist in other fields such as composition, literacy 
studies, applied linguistics, and sociolinguistics. The question that Canagarajah then asks is what 
is the possibility of teachers adopting the concept of code-meshing in their classrooms. An initial 
guideline is that teachers must “be cautious about their own biases and assumptions” because 
they are most likely “influenced by dominant assumptions of standard language ideology and 
autonomous literacy” (Canagarajah in Young & Martinez, 2011). Already clear is a great need 
that teachers reflect upon their own cultural bias that influences teaching in order to avoid 
judging falsely the practices of students from language groups that the teacher does not belong 
to. Also suggested by Canagarajah that teachers have to fight for changes in educational policy 
that accommodates the resources of students from different backgrounds. The current 
educational system prefers English-only, monolingual orientation when considering writing and 
formal academic literacy. This preference has led to a distinction between a norm for formal 
writing and the norm that community dialects and code-mixing are reserved for informal use 
only. Of course, those in favor of a code-meshed society acknowledge legitimacy of all dialects.  
Bringing together the theoretical work of Elbow and Canagarajah about accepting 
nonprestige dialects as legitimate for academic work, there is a push for allowing all students to 
focus on meaning, substance, thinking, organization, and clarity. All of these criteria exist at the 
heart of any teaching, in writing especially, and can be satisfied by students without any attention 
being paid to surface features of language use such as dialect or grammar differences. As Elbow 
notes, imagine always being pushed about language use, but never about “weaknesses in 
thinking, organization, or even clarity of explanation” (1999, p.383). Teachers often react 
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negatively to non-prestige dialects or ESL writing and speaking because the forms can be quite 
different from “clean,” grammatically correct, standard English, a reaction that Elbow suggests 
getting rid of – it hinders cross-cultural students from getting the real help they need. Thus, a 
teacher plays a crucial role in the way they see their students’ work. Necessary to a classroom 
with multiple languages or dialects being spoken is to become familiar with the language habits 
of all their students. The current study has identified other areas besides language habits that are 
important from the literature on culturally relevant teaching and addresses teachers’ familiarity 
of these concepts in a diverse setting at one point in time.  
2.1.2 What has US education done? 
The current study centers in on a diverse area of the US in which schools have needed to 
constantly adjust to incoming ethnic groups. In order to understand the context of the current 
study, it is important to first review what the US has done in similar areas throughout history. 
The US is home to a wide variety of programming in place to respond to cultural and linguistic 
diversity. Bilingual education is an option that had wide support in the 1960s to promote 
bilingualism and biliteracy among majority and minority students; bilingual programs are usually 
in communities where there is a large population of one non-English ethnic group. For example, 
bilingual education programs are more common in borderland areas of the US (Bejarano, 2005), 
where many Mexican and Mexican American youth reside, and where the political climate has 
indicated a need for programs that foster biliteracy. When a focus is needed on teaching to more 
than one language group, English language programs have been the default. English language 
learning programs too have had their share of evolution in effectiveness. Of course, these 
programs are highly shaped by language ideologies and political opinion about language and 
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power, but fortunately many school districts see the importance of Baker’s (2006) research on 
education for bilingual or multilingual students.  
Education for bilinguals can be understood using two categories: transitional and 
maintenance (Baker, 2006). The transitional approach, often referred to as weak forms of 
education for bilinguals, refers to programs that aim “to shift the child from the home, minority 
language to the dominant, majority language” (Baker, 2006, p. 192). The transitional approach 
works to assimilate students into the language majority. An example of this is an ESL class that 
is made up of English language learners that are pulled out from their regular classroom to work 
on English, often referred to as sheltered English (Baker, 2006). Although these are weak forms 
of education for promoting bilingualism, they may sometimes be considered strong forms of ESL 
if the monolingual teacher fosters the students’ first language. However, the societal and 
educational aim is traditionally assimilation to monolingualism, which is considered in the 
current literature review to disadvantage a student’s learning due to rejection of his or her first 
language background as enrichment to their academic success (Faez, 2012; Pérez, 2008; Powell, 
1997). Other literature has shifted away from assimilation to monolingualism, but there are still 
proponents today for transitional education for multilingual students, usually purported by the 
political ideology of English as a unifying force by which everyone must abide.  
Maintenance education for bilingualism, on the other hand, typically referred to as a 
strong form of education for bilinguals, often focuses on the development of not only the second 
language, but the first language as well. Maintenance educational programs for bilinguals aim to 
nurture the first language of students, being careful not to ignore the fact that students indeed 
have an already established linguistic code that they use other than English. These programs 
attempt to “foster the minority language in the child, strengthening the child’s sense of cultural 
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identity and affirming the rights of an ethnic minority group in a nation” (Baker, 2006, p. 192).  
According to Goldenburg (2008), districts in the Midwest today aim more to establish programs 
that have more maintenance philosophies because research has shown that ethnic students 
achieve higher academically when their first language can be nurtured. 
In order to be familiar with how programs are implemented in practice, one must take 
into account societal or educational aim, and the aim in language outcome (Baker, 2006). Of 
important note is that the strong forms of education for bilingualism usually involve teaching in 
another language and refer to bilingual education programs, the aim being bilingualism and 
biliteracy for the students (Pérez, 2008). Even if not a bilingual program, English learning 
programs today exhibit some of the qualities of strong programs because of the importance 
placed upon being literate in the mother tongue as well as the second language; content-based 
instruction (CBI) is an example of a dynamic instructional practice that brings language and 
mother tongue into instruction as connected to content learned in class out of the realization that 
discourse communities exist for all bodies of content. CBI is a valuable tool that students from 
all backgrounds may benefit from, and it has diversified the teaching practices. These programs 
exemplify attempts toward respect for students’ languages, similar to Trimbur’s and Elbow’s 
ideas already described. 
Even if the aims of language outcome and ideologies about what it means to learn 
English are set for use and maintain their home languages while use English with high academic 
proficiency, it takes time for school districts to implement with success the ideal types of 
programs for multilingual students. One area of literature seems to build a bridge from 
programming that has no cultural relevance or has a language assimilation-only aim, to 
programming that intends for students to be academically successful in English and their home 
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language. Culturally relevant teaching is this bridge, and has a very high focus on the teaching 
practice itself; teacher knowledge seems to be the sole target for successful culturally relevant 
education for bilinguals. 
Culturally relevant teaching suggests many new strategies for reaching diverse students 
so that they feel validated and supported in their learning – a characteristic of cultural 
maintenance and strong forms of education. Many other characteristics of strong forms of 
education for bilinguals exist within the threads of culturally relevant teaching theories. The next 
section of the literature review evaluates culturally relevant teaching in more depth so that this 
study can draw upon a framework by which to explore a current context of teachers’ familiarity 
with how to connect to multilingual students.  
2.3 Research on Culturally Relevant Teaching  
Culturally relevant teaching promises a way of teaching that hints at strong forms of 
education for bilinguals because of its focus on keeping the home language of students respected 
and valued. It does not, on the other hand, come without hard work and thinking from the 
teachers who use this pedagogy. Any model on culturally relevant teaching, culturally responsive 
pedagogy, or intercultural teaching has an unquestionable focus on reform of actual teaching and 
pedagogy rather than reform of systematic or curriculum changes (Gay, 2002; Ladson-Billings, 
1995; MacPherson, 2010). In Ladson-Billings’s (1995) description of the theoretical 
underpinnings of culturally relevant teaching, the cultural aspect of teaching and education is 
distinguished from only focusing on student’s learning of the knowledge that is needed for 
school. In other words, students should not only achieve academically, but also develop “critical 
perspectives that challenge inequities that schools (and other institutions) perpetuate” (p.469). 
With such a high demand on teachers’ skills in helping multicultural students to develop these 
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critical perspectives, achieve highly, and accept and affirm their cultural identities, teachers need 
to know where to start, and districts are interested in implementing professional development 
that helps them to do so. As teacher skills are crucial to culturally relevant teaching, this study 
takes a look at how teachers in a diverse student context have worked to gain the appropriate 
skills. First, an idea of the areas of knowledge is necessary, as skills are backed up with 
knowledge.  
Many of the studies of research in culturally relevant teaching that have contributed to 
theories, except for Gay’s (2000), have been based on a close analysis of one minority group 
(i.e., African Americans only, Native Americans only, Hawaiians only); Gay’s (2000) work is 
highly theoretical, with practical application still vague and in need of structure. The current 
study’s context does not allow for a focus on just one particular group since there are so many 
student cultural groups represented in the classrooms across the five schools investigated. This 
study is unique because it uses the theories found in culturally relevant literature to create a 
model that can be tested against true teaching staff contexts. Competencies were identified from 
prior research and theories in culturally relevant teaching and formed into knowledge areas. In 
each knowledge area were detailed concepts and skills that formed the specific things teachers 
were asked about. The model established a way to not only test teachers’ opinions in light of 
what is needed in to reach ethnically diverse students, but also important was to learn from 
teachers as a way to add to the model.   
Several frameworks have been developed to show the areas in teacher thinking that need 
reform in order for teachers to be successful in reaching their multicultural students 
academically. MacPherson’s (2010) research on intercultural incidents and collaborative 
conversations about intercultural teaching identified eight orientations for effective intercultural 
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teaching: “Making choices, enabling cultures, respecting and sharing power, arbitrating and 
agonizing what is just, fostering intercultural communities, opening safe spaces, protecting 
students and surroundings, and stepping up to address it” (p. 281). Of course, these eight 
orientations can be grouped and categorized into Gay’s (2002) five areas necessary in culturally 
relevant teaching: “Developing a knowledge base about cultural diversity, including ethnic and 
cultural diversity content in the curriculum, demonstrating caring and building learning 
communities, communicating with ethnically diverse students, and responding to ethnic diversity 
in the delivery of instruction” (p. 106). Several clear themes emerge from these two frameworks 
regarding what teachers specifically are able to practice that are summed up in MacPherson’s 
work. Of course, according to scholars in support of culturally relevant teaching, these are the 
essential ingredients for teachers of any diverse population of students in the classroom.  
The main competencies identified in the literature by Gay (2000), MacPherson (2010), 
Ladson-Billings, (1995), Castro (2010), and Ruggiano-Schmidt and Lazar (2011) fall into several 
categories, four of which are referred to specifically in the survey questions asked to teachers as 
a part of this study. The brief descriptions of six of the culturally relevant competencies pertain 
to knowledge areas that were targeted in this study. So, although the following areas include 
attitudes, language and communication, instruction, culture and community, critical perspectives, 
and teachers’ self-awareness, the model to be constructed in simplified to include only four of 
these six concepts. It is hypothesized that knowledge is the basis that grounds each area in 
culturally relevant teaching theories and that teachers should view the knowledge areas as very 
important in terms of reaching their multilingual students. 
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2.3.1 Attitudes 
Teachers’ attitudes, sensitivity to other cultures, or their degree of caring for their 
students of other languages and culture is necessary (Gay, 2002; MacPherson, 2010). Although it 
does not seem that attitudes can be changed through merely learning new knowledge, it is 
knowledge that in the end affects the way one views the world. Knowing more about ethnically 
diverse students’ histories (de Jong & Harper, 2005), home lives, families, cultures, and ways of 
communicating has the potential to foster in a teacher more sensitivity toward the experiences of 
their ethnic students in class. Viewed from the other direction, a student that sees that a teacher 
has taken the time to learn something about his or her culture will foster in that child a positive 
feeling of support – an essential quality for student achievement (de Jong & Harper, 2005). Of 
course, in a mono-cultural and monolingual classroom setting, this kind of cultural sensitivity is 
a non-issue, which is why perhaps teachers overlook the affective power of simply knowing 
more about their students’ backgrounds and languages.  
Even though teachers’ attitudes are important when teaching culturally diverse students, 
attitudes do not specifically address knowledge about students. Research by Faez (2012) has 
surveyed teachers on their self-perceived level of empathy with ELLs but empathy in the 
perspective of this study comes after an importance is placed on knowing about students. A study 
by Powell (1997) was constructed based on observations of a teacher in practice through which 
the researcher was able to comment about the teacher’s empathy and attitudes toward their ethnic 
students’ success; in a similar way, comments from teachers about their experiences in the 
classrooms could function as data to evaluate teachers’ attitudes for levels of cultural relevance, 
but the focus instead was to highlight the knowledge teachers were willing to gain – an 
implication toward teacher attitude. 
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2.3.2 Language and communication 
The field of teaching might as well be the field of communication – if teachers do not 
successfully communicate to their students or if teachers do not successfully understand how 
their students communicate to them, a great barrier to learning is in place. Perhaps what teachers 
are not often familiar of is that when thrown into an ethnically diverse context with many 
languages in the picture, communication becomes more complex and thus all the more crucial to 
have knowledge in this area of students’ own communication habits and language backgrounds. 
Knowing about multilingual students’ language and communication involves a teacher’s ability 
to effectively decipher the codes of their students.  
Linked to being able to accurately assess a student’s knowledge and ability is how well a 
teacher communicates with that student (Gay, 2002), and intellectual thought of ethnic students 
are expressed in ways that are influenced by their own cultural socialization. This skill involves 
the teacher’s ability to not only have knowledge in students’ communication styles, contextual 
factors, discourse features, delivery, vocabulary use, speaker-listener relationships, gestures, 
intonation and body movements (Gay, 2002), ethnic styles of body language like eye contact, 
cultural communicative norms like laughing, talkativeness and requests, code-mixing practices 
(Ruggiano Schmidt & Lazar, 2011), but to also have knowledge about how students from all the 
ethnic groups in the class use these communication features. Teachers have denied or ignored 
these types of descriptors in expressive communication and behaviors for fear of it making them 
seem racist or stereotypical; however, when teachers are faced with the cultural markers of their 
students’ expressive behavior, it is important that they be able to recognize, understand, accept 
and respond to them accordingly.  
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There is also a varying degree of the communication knowledge to gain about 
multilingual students. For example, a basic level of knowledge about language use might be to 
know that Sarah speaks Spanish at home and Joe speaks Arabic at home. This is a mere 
recognition of the differences that is important (Edwards, 1998); however, teachers that go 
beyond mere distinction of differences like these are bound to be much more effective. One can 
recognize differences, have awareness of, and respect that ethnic students are different, but 
research suggests going beyond this basic level of knowledge (Gay, 2002). Knowing how to 
pronounce students’ names and the naming systems of the culture is a key concept to show 
students that they are important (Edwards, 1998), but building on students’ prior linguistic 
knowledge (Edwards, 1998; Ruggiano Schmidt & Lazar, 2011) will require a much deeper level 
of understanding of students’ language backgrounds and language experiences. Research about 
students’ languages comes into play.  
Besides knowledge about the language and communication of students, research suggests 
that teachers should be aware of general language knowledge, even language study. In other 
words, lack of bilingualism was considered in the literature as a limiting factor to teaching 
linguistically diverse students. Ruggiano Schmidt and Lazar (2011) suggest various times the 
importance of language study. According to Buxton, Lee, and Santau (2008), part of the barrier 
to learning for ELL students is teachers’ own limitations in language knowledge, even 
monolingualism. Their research surveys teachers to understand what teachers see as barriers to 
learning, but few pointed to their own language limitations. Work by Buxton, Lee, and Santau 
(2008) in science instruction was highly relevant for understanding how language and content 
work together in teaching practice for the benefit of ELL students but with a startling finding that 
teachers do not view limited language knowledge as the reason for hindered academic success 
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for ELL students. This study aims to also uncover teachers’ level of perceived responsibility to 
the areas of knowledge through first exploring teachers’ familiarity and perceived importance of 
them.  
Teachers in the current study share about whether or not they feel these types of language 
habits are important to know about their students. In addition, teachers were prompted to respond 
to scenarios that allowed for further analysis of their reactions toward multilingual students 
unique linguistic behaviors, all of which were used to test their familiarity with, importance of, 
and responsibility toward language and communication knowledge.  
2.3.3 Instruction 
Classroom instruction itself should be “multiculturalized” (Gay, 2002, p. 113). This 
aspect refers to the delivery of instruction and the need for cultural characteristics to be 
components in determining instructional strategies to reach ethnically diverse students. A critical 
part of the reasoning behind the multiculturalization of instructional strategies is shown when 
Gay (2002) explains that culture is embedded in teaching itself. One’s teaching style is 
sometimes a product of how one was taught, and is not always congruent with the learning styles 
of the students one teaches. This concept relates back to the notion that a teacher’s ethnic 
membership no longer is a determiner for his or her effectiveness in teaching ethnic students. 
Any teacher can develop knowledge about students’ characteristics and cultural learning styles in 
order to practice and respond to the cultural and linguistic diversity of the learners. The necessity 
is determination to develop repertoires of multicultural instructional examples to use dynamic 
practices in the classroom, but this is a skill that must be learned (Gay, 2002), and it is based in 
first knowing about students’ learning styles, which can be studied by looking at ways that 
students work through learning tasks, organize or convey ideas, prefer their setting for tasks, 
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structure their work space, process or demonstrate comprehension, or how they are motivated 
and how they interact with others.  
Now that Gay (2002) provides a basis for knowing that ethnically diverse students may 
have very different ways of learning and understanding content, instructional practices are key to 
culturally relevant teaching because the types of strategies used need to be grounded in 
awareness that ELL students are limited in their academic English proficiency, which needs to be 
targeted as it is inseparable from learning academic content (Buxton, Lee, & Santau 2008). De 
Jong and Harper (2005) points out that “academic language often requires explicit modeling and 
instructional focus” and mentions that necessary to planning any curriculum is to create 
“structured opportunities for students to actively engage in the process of negotiating meaning 
through academic language” (p. 105). Other suggested culturally relevant teaching practices 
depend on knowledge in other areas, but include building on ethnically diverse students’ 
experiences, knowledge, opinions, and emotions (Ruggiano Schmidt & Lazar, 2011), building on 
linguistic knowledge (Edwards, 1998), crafting new ways to respond to students based on newly 
learned information about them, and giving ethnically diverse students opportunities to utilize 
their prior knowledge and experience to understand and connect to new knowledge. 
The instruction knowledge area has been purposed differently for the current study’s 
model. Instead of asking teachers if they feel it is important to know how students work through 
learning tasks, organize or convey ideas, or how they structure their work space (see above), 
teachers instead were asked to demonstrate their familiarity with culturally relevant teaching 
strategies through responding to scenarios. Analysis of teachers’ extended responses provides a 
way to gauge teachers’ familiarity with strategies that reach ethnic students much better than 
traditional ways.  
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2.3.4 Culture and community 
Culture and community knowledge is two-fold, involving knowledge of students cultures 
and knowledge about students’ current families and communities. These two concepts help to 
formulate an understanding of what it means to build a class community, a concept often noted 
in culturally relevant teaching literature in which teachers must understand how culture operates 
in daily classroom dynamics, create learning atmospheres that radiate cultural and ethnic 
diversity, and facilitate high academic achievement for all students (Gay, 2000). The class 
“community” strategy to some is a familiar and obviously utilized strategy for teaching young 
learners in any context, but for cross-cultural student populations, it may be even more critically 
necessary. A successful class community is an environment where the welfare of the group is 
more important than the individual, and students learn to put their resources together in order to 
solve problems (Gay, 2002). The importance of this concept becomes clearer the more diverse a 
classroom is; students who come from all different backgrounds bring unique strengths and 
contributions to the group, which can be utilized for teaching purposes. Also, when a class 
understands that they learn together, there is an increased sense of mutual trust, creating a more 
communal learning environment. The necessary knowledge that contributes to fostering a class 
community is what the model uses in order to point toward teachers’ ability to build class 
community, which includes knowledge about students’ cultural backgrounds, cultural histories, 
community life, family life at home, cultural norms, practices, habits, values (Edwards, 1998). 
All these areas of students’ lives pertain to their culture, since it is different from US culture, and 
their communities in which they live, since they are also different from suburban, middle-class 
US communities. When teachers understand these areas regarding their ethnic students, they can 
 27 
better able apply the teaching strategies from above, and also ethnic groups may be valued as 
resources in the group, forming a community-based classroom environment that learns together. 
Part of the culture and community area is MacPherson’s (2010) emphasis on the need for 
adults to also contribute to the success of a learning community. Thus, it is necessary that 
teachers reach out to the diverse communities from their classrooms to make them feel included. 
By combining parents and students to understand class community building, it is crucial to know 
from parents in general about their perspectives on their children’s learning. Building a learning 
community assumes that the teacher can act as a bridge between students in a classroom and 
school culture. In other words, rather than condemn students’ home cultures that are not in sync 
with academic norms and regulations at school, teachers should validate these cultures by 
bringing them to the forefront of teaching. 
Knowledge on students’ cultures and communities forms the part of the model that is 
based on examining teachers’ familiarity with the different cultures represented in their 
classrooms by seeing if they address cultural differences in reference to knowledge that helped 
them understand more about their teaching, or if they demonstrate that they constantly seek 
cultural knowledge. One way to keep this area open-ended was for teachers to discuss what they 
do in their classes to celebrate diversity. Combined with teachers’ perceived importance of the 
various cultural and community concepts to be known about students provides a deeper 
understanding of how teachers bring culturally relevant teaching to the classroom to better reach 
ethnic students. 
2.3.5 Critical perspectives 
Perhaps one of the most challenging areas for teachers in a diverse context is 
understanding the power dynamics of the larger social structures in which schools and 
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institutions exist, relating back to ideas from Cummins (2000), Pennycook (1994), Trimbur 
(2006) and Elbow (1999). It is necessary that teachers not ignore the political aspect of schooling 
(Ladson-Billings, 1995). This means that teachers should make decisions that “correct systematic 
racism and discriminatory practices, attitudes, or structures in schools” (MacPherson, 2010, p. 
280). Having a critical perspective of education in the social and political context and being able 
to teach it to students is a way to advocate for marginalized groups. Knowledge necessary for 
gaining fluency with having and teaching critical perspectives is a keen understanding of the 
meaning of culture, culture’s link to learning, a self-reflective knowledge about one’s own 
cultural values, and again, family life of students, practices at home, conflicts among ethnic 
groups in context, stereotypes associated with ethnic groups, and again, historical contributions 
of ethnic groups.  
More literature connected to teachers’ need to be socio-ethnically aware and to advocate 
for minority students in their academic success occurs in volumes such as Young and Martinez’s 
Code-Meshing as World English among other socio-political perspectives. The concept of 
critical perspectives can be difficult to grasp, but for mainly political reasons; opinions 
surrounding each side of the concept are highly supported by separate camps of ideologies. This 
critical area may be the most difficult to evaluate or gauge in teachers, but areas in knowledge 
about critical perspectives are easy to ask them about. Even so, the critical perspectives of a 
teacher in practice may be an over-arching skill that comes with time and reflection of self and 
surroundings. Important to the current study was to test familiarity of concepts in critical 
perspectives by providing opportunities for teachers to respond to with ways that they use their 
critical awareness of the pressures that society has on learning, or to demonstrate their familiarity 
with concepts like mainstream cultural ideals (Gay, 2000). This study also aimed to shed light 
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on how important teachers viewed the concept of critical perspectives, involving knowledge 
about stereotypes associated with ethnic groups now in the US (Ruggiano Schmidt & Lazar, 
2011), cultural conflicts that exist either between ethnic cultures or with US culture (Gay, 2000; 
Canagarajah, 2006), and the influence of society’s cultural values on ethnic students’ learning, 
and knowledge of basic current events (Gay, 2000).  
2.3.6 Teachers’ self-awareness 
A final theme emerges due to the need for the previous three themes to be held together 
and remembered. Self-awareness refers to teachers re-examining and rethinking what they do in 
the classroom, how they teach, how they adapt, and why they should or should not partake in 
knowing about the above areas of their students. This self-awareness forms a necessary 
component of most culturally relevant teaching theories and studies. The self-awareness 
component appears differently in the research, but the idea is the same. Ladson-Billings uses a 
principle first termed by Collins that perhaps introduces this theme most clearly: “The use of 
dialogue in assessing knowledge claims” (1995, p.473) to show importance of talking together to 
make sense of classroom practices, their pedagogical and political perspectives, and their 
philosophical views. In other words, through ongoing reflective conversation, teachers were able 
to construct meaning for what transpires in class.  
Teachers’ self-awareness becomes a prominent part of culturally relevant teaching due to 
the sheer amount of knowledge necessary for connecting to students of different cultures. If 
teachers do not understand their role in this connection-making process, which is to know about 
students’ backgrounds, the barriers to academic success of these students seem greater in 
number. Teachers’ awareness of their responsibility to on-going knowledge acquisition is not 
only a reoccurring theme in Ruggiano Schmidt and Lazar (2011), but is also pronounced by 
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Buxton, Lee, and Santau (2008) in a way that connects tightly to this study. Research in 
culturally relevant teaching highlights how to focus on bottom-up contextual factors despite top-
down issues of state assessment or pressure to teach to a test; as a way to lessen the perceived 
barriers, teacher knowledge and skills can be refined whereas state assessment or other 
requirements from the top are not as controllable (Buxton, Lee, & Santau, 2008).  
An understanding of the five areas of knowledge allowed for the creating of a visual 
model through which teachers’ understandings can be compared and noted (see Figure 2.5 later 
in this chapter). The underlying objective of this study is to gather teachers’ philosophies as well 
as their thoughts about the training and professional development they have had and that which 
they would desire to have. By asking teachers to discuss their perspectives on teaching English 
language learners and their past professional development, the current context’s specific 
programming can be more holistically understood in light of Baker’s weak forms of education 
for bilinguals that exist in today’s schools. In general, a synopsis and evaluation by teachers on 
their professional development regarding English learners and cultural diversity would reveal 
areas that may need further development to revise professional practices. 
2.4 On Professional Development 
The current study’s context can be described as ESL programming that has increasingly 
placed attention toward the maintenance of students’ home languages, although not in the sense 
that teachers must instruct in the languages of the students; teachers of the current study are 
largely monolingual but have been exposed to training and professional development that has 
focused on appreciation for home cultural maintenance and keeping the mother tongue, points 
that Goldenburg (2008) lists as important. 
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The research thus far has indicated that for teachers to be effective, they should take an 
active role in knowing about their students. In other words, research suggests that teachers of 
multicultural students may be required to learn about and examine many more areas about 
students’ backgrounds than may teachers of a monolingual group of students. If teachers are 
expected to play so many roles and to acquire so many different knowledge areas, the concept of 
teacher change becomes mandatory and continuous. A way of defining bottom-up teacher 
development is when teachers can help themselves and learn necessary skills for improving 
practice. Top-down on the other hand, in the realm of professional development, refers to 
mandated training decided by those at district or government level positions in education. 
Because this study highlights teachers’ knowledge, the types of professional development 
implied through the findings encourage bottom-up change but in reality the professional 
development often mandated through school districts are based on decided-upon top-down 
needs.  
Teacher change as it relates to professional development and training becomes a 
prominent topic because of the fact that there is much debate surrounding its effectiveness. An 
overarching goal for the kinds of professional development centralized in this study is that which 
develops teachers in instructing diverse students. Previous research by MacNevin (2012) 
highlights how teachers can better connect to their refugee students, an increasing phenomena 
not only in eastern Canada where MacNevin writes from, but in the US as well. Similar to this 
study, MacNevin gather teachers’ requests for what they feel they need in professional 
development. Especially important was their concern for knowing more about the curriculums 
that their students were involved in before arriving to the current school. Teachers also requested 
more training to help them know “how to include students from refugee backgrounds in the 
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classroom” (p.57). From this article it becomes clear that teachers wish they were more aware of 
multilingual students’ experiences, but at the same time, it seems the responsibility is placed on 
the creators of professional development training programs rather than on teachers themselves as 
a way to increase their own research` practices and self-study as a teacher (Webster & Valeo, 
2011). In other words, bottom-up teacher professional development may need to be examined 
rather than relying on being fed training from top-down.  
Another reason for suggesting bottom-up teacher development in teaching multicultural 
students is due to a trend of resistance by teachers who are mandated a training program. In 
current professional development, teachers should feel validated in their practice; often training 
can bestow feelings that beliefs are under attack or that teacher’s current methods are not 
working. When professional development or training feels as if teachers are being attacked, 
change is not effectively promoted (August & Hakuta, 1997). Now a highly sensitive topic, 
professional development needs to conform to very particular strategies in order to be effective 
for more teachers. 
 Similarly, “it is of critical importance that English monolingual teachers – who are 
encountering an ever-increasing number of linguistically diverse students in their classrooms – 
be supported in their attempts to fully access their students’ potential” (Iddings et al., 2009, 
p.52). Rather than stating that teachers need to be “trained” to connect to their multilingual 
students, this article states that teachers should be supported to unlock their students’ potential. 
In many ways, this article is written in a way that is non-judgmental toward the monolingual 
status of teachers and affectively attempts to empower them in their practice. This is an 
increasing issue in the discussion about professional development because not only are many 
current teachers monolingual, but more importantly, many do not have the ESL training 
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background that may be needed for any kind of teaching when students in the classroom come 
from different backgrounds (Faez, 2012; MacNevin, 2012; Webster & Valeo, 2011). Because of 
the variety of levels that exist among teachers in current schools, a professional development 
program that meets everyone’s unique individual needs is needed.  
The possibility of utilizing the classroom itself as training grounds for teachers in 
culturally relevant pedagogy may be useful for those teachers who have not had formal teacher 
preparation courses involving multicultural education or ESL endorsements. Although teachers 
can engage in individualized research by gain knowledge on student backgrounds through 
websites or cultural literature, perhaps an even more practical and personalized method is a 
classroom activity in which students utilize and analyze their experience themselves via 
communication with home, if appropriate, or writing activities in which they can write about 
previous school experience. Is it too difficult to structure teaching in a way that helps teachers 
develop their professional practice in the culturally relevant knowledge areas? One example is a 
teacher who pinpoints critical perspectives as a central knowledge area in her teaching, described 
by Powell (1997).  
If teachers can constantly critique their own practices in the classroom, they may be set 
up for successful individual development in culturally relevant teaching. Powell’s article follows 
a teacher, Amy, who teaches with cultural relevance to her students and has developed her own 
curriculum because she saw a misalignment between the conventional curriculum and the diverse 
student population. Powell’s discussion leads to ways in which teachers may reform their 
practice to be sensitive and relevant to the students they teach, and points to ways in which 
teachers should regard teaching as a political activity, to strive for social change, rather than 
merely transmitting a body of received knowledge to students. For appropriate practice, Powell 
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points to the need for constant “pedagogical critique,” a key concept in improving practices and 
teacher change. 
Along with pedagogical critique, teacher training and professional development should 
be geared toward giving teachers development tools that encourage their commitment (Mann, 
2005). When teachers are equipped with ideas that help them continue to seek new information, 
the types of large-scale, mandated professional development sessions are not the sole source of 
teacher training. The efforts of effective teacher change and development is put into the hands of 
teachers themselves. Without bottom-up teacher development – crucial for teaching profession 
(Mann, 2005) – top-down professional development will never be able to contribute its full effect 
and perhaps will always receive the criticism it is often known for.  
Finally, an area that may be important for this study’s analysis of professional 
development and teacher training is D’amour and Oandasan’s (2005) concept of 
“interprofessionality,” describing how more than one profession must come together for the 
purpose of the clients’ needs. Their study is about health care professionals and their 
collaboration amongst each other to best respond to patients’ needs, but the framework is spelled 
out so that it can be applicable also to the field of teaching linguistically diverse students. Too 
often there is a separation in the way that ESL and mainstream classrooms are thought of in 
schools. Especially in regions where teachers are at varying levels in understanding how to teach 
diverse students, it becomes all too easy to pass student problems to the ESL teacher when a 
simple tweak in affective or pedagogical method is needed. Thus, collaboration becomes 
necessary between all teaching fields in order to provide best service to diverse and growing 
populations.  
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The research in the theme of professional development has pointed out that teacher 
change should not seem judgmental toward professionals in education, but that teachers need to 
constantly be critiquing their own pedagogy in order that it be culturally relevant without 
necessarily being told to do so. Through their practice, to develop oneself professionally, 
teachers must be able to know how to unlock student potential. All of the professional 
development research here implies that a bottom-up approach and staff unity are among the most 
crucial ingredients to teacher betterment. Likewise, the current study makes use of survey and 
interview questions that specifically ask teachers what they think would help them reach 
multilingual students in regards to professional development. Investigating teacher change in this 
section of the literature review has provided grounds for understanding how to combine theory 
with teachers’ thoughts, and perhaps devise new ideas for professional development.  
2.5 Toward a Model for Evaluating Teachers’ Perceptions 
This study expands research in culturally relevant teaching by examining the current 
thoughts of teachers in an area that has been constantly re-circulated with various ethnic groups 
for the last decade. How have teachers adapted to teaching students of so many cultures? In what 
ways has it been challenging? What areas of knowledge have teachers looked to for constituting 
a firm foundation for connecting to students to empower their learning, or are they even aware of 
which knowledge to focus on? These were some initial questions that formed the catalyst for the 
current study. The research in culturally relevant teaching can now provide a framework or 
model that allows for an examination of the current study’s research questions: How familiar are 
teachers with the types of knowledge suggested that they need to know about their culturally 
diverse students in order for successful culturally relevant teaching to occur? How important are 
these types of knowledge to teachers? Do teachers view their own knowledge base of and 
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adaptability to ethnically diverse students as partially the reason behind their academic success 
or failure? 
Culturally relevant teaching frameworks and research make a clear target on teachers’ thinking 
and knowledge base that teachers must tap into in order to be effective in accomplishing any of 
the competencies described by other theories in culturally relevant literature; however, previous 
literature has not addressed practical ways to put apply their theories toward real teaching staff or 
educational contexts. This study addresses teachers in a group of schools that are culturally 
diverse in its student populations – a relevant context for probing teachers’ perceptions on their 
knowledge needed for culturally relevant teaching. The model below in Figure 2.5 condenses the 
knowledge from the above descriptions of concepts in culturally relevant teaching into four main 
areas of knowledge.   
 
Figure 2.5 Culturally relevant teaching model: four key areas of knowledge 
The four areas in the pie chart are language and communication, instruction, culture and 
community, and critical perspectives.  
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The literature review has introduced historical information regarding English in US 
education, providing a foundation that allowed for an in-depth look at culturally relevant 
teaching knowledge areas. Most importantly, this chapter has introduced a model of culturally 
relevant teaching knowledge that represents the significant areas of this research, a model that 
will be discussed again in Chapter 5 with appropriate implications for practice and professional 
development based on the findings of this study. Chapter 3 below will present the methodology 
and context used in the study and an overview of data analysis processes. 
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CHAPTER 3: METHODOLOGY 
Chapter 3 describes the methodology used to address the familiarity of teachers with 
types of knowledge suggested for culturally relevant teaching and how important to teachers 
these areas of knowledge are. First, the research design is described and provides rationales for 
the type of mixed methods research used. The participants and procedure of the study are 
described and rationales for the sampling approach, survey tools used, and data analysis are 
provided.  
3.1 Research Design 
The following section describes the research design and provides a rationale for selecting it. 
The research methodology was mostly qualitative in nature; however, with some quantitative 
aspects, differing data analysis strategies, and various response opportunities for participants, the 
methodology is viewed as a mixed methods study. The strategy was that of a survey, and the 
methods used to collect data included an online questionnaire and semi-structured interviews.  
3.1.1 Mixed methods research 
According to Coles and McGrath (2010) the broad philosophical aim of research is termed 
methodology, usually qualitative and quantitative, “concerned with the overarching principles 
and structure of the research” (p.79). To give shape to the overall methodology, strategies come 
into play; popular in social and educational research are case studies, action research, and 
surveys (Coles & McGrath, 2010, p.79). The specific tools used within the specified research 
strategies used to collect data are termed “tools”; the current study’s tools are consistent with 
other tools of educational research (Coles & McGrath, 2010) – interviews and questionnaires.  
To explore teachers’ familiarity with a teaching phenomenon happening in classrooms, 
verbal data was crucial to the design of the current study, creating a need for a qualitative 
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approach – concerned about subjective attitudes and beliefs (Coles & McGrath, 2010) and 
producing data consisting of words. The study’s main source of data was derived from words 
because of gathering opinions and perceptions of teachers about the importance of features in a 
particular knowledge model of culturally relevant teaching.  
To explore teachers’ perception of importance with a knowledge concept, some quantitative 
data analysis methods were useful. Quantitative research deals more with objective data such as 
observed behaviors and statistical data (Coles & McGrath, 2010); in this sense, the current study 
elicited verbal data and drew strongly on meaning and experiences. For analyzing importance, 
teachers’ responses were added and averaged to provide scores. In other words, verbal data were 
converted into numerical data in order to be interpreted. Another use of quantitative analysis 
strategies was in counting the number of times teachers mentioned a particular concept; this was 
done in order to establish what the teachers’ familiarity was with items, in the sense that the 
more familiar items will be mentioned and items not familiar to the teachers will not be 
addressed or mentioned in their responses. Because this study provides qualitatively detailed 
understanding of meanings, attitudes, and perceptions, describes things in context, stresses how 
things are related, and makes use of various quantitative strategies and other methodological 
approaches, this study can be considered a mixed methods study. 
 The mixed methods approach has been defined in several ways by methods researchers 
(Cohen, Manion, & Morrison, 2011). Its rationale is based on the argument that research does 
not necessarily do its best when polarized into solely a quantitative or qualitative approach 
(Cohen, Manion, & Morrison, 2011). One way of defining mixed methods approach is that 
qualitative and quantitative measures are taken within the study, but various others have been 
more specific (Cohen, Manion, & Morrison, 2011). One way to identify a study as mixed 
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methods is based on the number of methodological approaches used; thus, the current study’s use 
of a questionnaire and interviews contributes to the study design of mixed methods.  
Another way of understanding the mixed methods philosophy is its attention to 
pragmatism, which suggests that “what works to answer the research questions is the most useful 
approach to the investigation, be it a combination of experiments, case studies, surveys or 
whatever, as such combinations enhance the quality of the research” (Cohen, Manion, & 
Morrison, 2011). Both qualitative and quantitative methods were used in data collection and 
analysis; fixed-choice items appear on the questionnaire, and open-ended items on the 
questionnaire allowed participants to elaborate on their answers. Optional interviews provided 
more qualitative data. For data analysis, triangulation between the research questions was 
achieved with a mixture of qualitative and quantitative techniques. By mixing these qualitative 
data collection and analysis strategies, culturally relevant teaching in a particular context was 
explored with greater depth.  
3.1.2 Survey strategy 
The survey strategy is useful for describing the nature of existing conditions; in this case, the 
existing conditions refer to the thoughts and perceptions of teachers at a point in time, as 
described by the definition of survey offered by Denscombe (2007). Important to the survey 
strategy is that a study provides a snapshot of what teachers think and feel at the time the study 
was carried out, which is what the current study aims to do. According to Coles and McGrath 
(2010), questionnaires, interviews, focus groups, and observations are popular tools, or, methods 
for collecting survey data. The current study utilizes questionnaires and interviews as data 
collection tools because the aim of the study was to gather teachers’ thoughts and perceptions 
about the knowledge they need for teaching culturally diverse students and to learn about areas 
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where teachers feel they needed more support on the topic. Because a survey is so useful for 
examining current contexts, this study’s utilization of one is valuable for gathering information 
not only about the particular context of schools and teachers, but for offering implications for 
other contexts of a similar nature. Such a case study of practice and perception in culturally 
relevant teaching is useful for informing professional development. 
3.1.3 Rationale for questionnaire 
Questionnaires were a useful tool for the study because its purpose was to discover 
opinions from teachers in a particular context. According to Denscombe (2007), it is most 
appropriate to use a questionnaire when straightforward information from large numbers of 
participants in various locations is being asked, and the setting is that which allows for open and 
honest answers and that which participants can be expected to understand the questions – all of 
these points are true of the current study’s context.  
Because the target population for this study was considered to be relatively small and 
site-specific, a semi-structured questionnaire was created. A less structured questionnaire is 
described by Cohen, Manion, & Morrison (2011) as one with more open and word-based 
questions, and is recommended for site-specific case studies. 
The data collected by questionnaires are facts and opinions and supplied by participants 
as they respond to questions (Denscombe, 2007). The current study gathered teachers’ opinions 
regarding their views about various knowledge areas suggested in culturally relevant teaching. It 
is important to have several items for each issue in a questionnaire for more well-rounded nature 
of the topic (Cohen, Manion, & Morrison, 2011). The current study’s questionnaire utilized both 
a variety of questions but with somewhat consistency in the use of mainly one type of closed 
question throughout. Consistency helped the participants become used to the same type of 
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question for easier use, and the variety of open-ended questions distributed throughout the 
sections of the survey stopped participants from falling into answering in a pattern-like way to 
the fixed-choice items.  
3.1.3.1 Types of questions  
Closed and open questions have advantages and disadvantages to survey research. Closed 
questions are those that prescribe options from which respondents must choose, and they are 
more quickly code-able and more easily analyzed (Cohen, Manion, & Morrison, 2011). Open 
questions are useful for generating rich and personal data and to allow participants to answer as 
much as they wish (Cohen, Manion, & Morrison, 2011). The open questions were suitable for 
the questionnaire of this study for these reasons, and to allow for the exploration of a complex 
issue such as the hindered success of ethnic students in US educational contexts through 
investigating culturally relevant teaching. Because close questions have the downfall of not 
enabling respondents to add remarks or explain their choices, and that the options might not 
always represent their true opinion, and open questions have the downfall of leading to irrelevant 
or redundant information (Cohen, Manion, & Morrison, 2011), take more time, and may 
discourage the participant from completing the questionnaire due to its long appearance, both 
types of questions were used in the current study.  
The many closed questions in this study included dichotomous questions, multiple 
choice, and rating scales. Also, range questions were useful for gathering years of teaching 
experience, and ratio data questions were helpful for asking the number of students in one’s 
class. Dichotomous questions were useful because they provide highly structured way for 
participants to indicate if they have or have not been in a scenario. Other dichotomous questions 
forced participants to decide if something was important based on a yes or no response. The 
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multiple-choice questions were combined with the rating scale questions; that is, with a multiple-
choice structure, participants were asked to select their preferred degree of importance of various 
knowledge concepts. Most rating scale items were 3- to 5-point Likert items, and some were 5-
point Likert items. For clarity of each question, the semantic usage of what was being measured 
was also used in the multiple options for each rating scale question, one strategy for creating 
rating scale questions according to Cohen, Manion, & Morrison (2011). Also, with three and five 
point rating scale questions, participants were easily given the choice to opt for the mid-point, 
which would indicate indifference or neutrality based on the fact that importance was being 
rated.  
A very important aspect of the questionnaire in this study was the open-ended questions. 
These allowed participants to input text describing their perceptions in more detail, or describing 
hypothetical or true instances about what they have done or would do in certain scenarios for 
teaching multilingual students. The types of open-ended items included multiple-choice selection 
with text elaboration, scenario problems with opportunity to write longer text responses, and 
short answer items including statements and lists. Each item corresponded to one or more 
knowledge area from the model described in the review of literature, and allowed for rich and 
personal data to be analyzed for teachers’ familiarity of concepts. The open-ended questions also 
provided some insight into the closed questions importance ratings. Familiarity and importance 
of concepts were two key aspects of how the data were analyzed; thus, a mixture of closed and 
open questions allowed for the greatest possibility to describe these two areas in conjunction 
with one another.  
The use of more than one type of questions on the questionnaire was a key way to 
triangulate the data to improve accuracy and validity. It was also a way to gain a fuller picture of 
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the issues and themes brought about by participants, which contributed to the study’s objective 
of informing practice and professional development. Finally, the multiple questions offered focus 
to guide the choice of interview questions. 
3.1.4 Rationale for interviews 
Interviews in research are a way to see human subjects as real people with knowledge; 
the conversations of interviews are often involved in generating some of the knowledge (Cohen, 
Manion, & Morrison, 2011). The current study’s use of interviews had the intention of providing 
richer and more personal data from teachers in the current context, and coincided with the 
purpose of evaluating a person in some respect, to gather data, and to sample a respondents’ 
opinion, three purposes mentioned in educational research literature (Cohen, Manion, & 
Morrison, 2011).  
Types of interviews take into account the openness of purpose, degree of structure, and 
extent of exploration or hypothesis testing (Cohen, Manion, & Morrison, 2011). This study 
utilized interviews that were mostly clear about its purpose to talk about multilingual students in 
the classroom and strategies for reaching them. Optional follow-up, semi-structured interviews 
were used; questions were determined beforehand and asked in the same sequence for all 
interviewees, but with guidance and re-casts as needed. More questions were asked in order to 
follow the valuable direction taken by the conversation toward new and relevant themes. In this 
light, the interviews were useful in adding open-ended data to the questionnaire results about the 
same areas of knowledge in culturally relevant teaching. The exploratory aspect in highlighting 
questions about professional development contributed to a grounded theory approach for 
analyzing teachers’ responses by informing the district with their thoughts. 
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The next section describes the participants, procedure, and the questionnaire and 
interview tools in more detail.  
3.2 Sampling and Participants 
3.2.1 Sampling 
The participants for this study were the current teachers of five closely connected 
schools: three elementary, one middle school, and one high school in a large metropolitan 
Midwest city of approximately 200,000. The sampling technique was non-probability, purposive 
sampling; according to Denscombe (2007), non-probability sampling, contrasting with random 
selection, is used when the researcher chooses the sample to participate in the study because of 
specific reasons. The reasons might include that not enough information is known about the 
population or that it may be difficult to contact a particular sample using random sampling 
techniques. Purposive sampling, a sample that is “hand picked for the research” (Denscombe, 
2007, p.17), was used because certain characteristics were previously known about the context of 
the participants targeted for the current study: the participants themselves were not handpicked, 
but the schools they worked in were. Valuable for this study was purposive sampling because not 
only did the sample highly relate to the topic of the study, but also the data would be valuable 
and practical for the larger population that characterizes the particular sample being researched. 
The specific characteristics of the group of schools chosen for sampling were known to have 
very diverse demographics, including high numbers of refugee students attending, a main 
characteristic targeted to explore the questions of the study. The schools also formed a close 
feeding pattern in which the students from the elementary schools generally fed into the middle 
school, which fed into the high school. The schools were part of the same overall metropolitan 
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city school district. These characteristics previously known by the researcher contributed to the 
sampling technique being purposive and non-probability.  
3.2.2 Participants  
Participants include thirty-three teachers who completed the survey. Of these, twelve 
teachers served elementary grades k-5, and twenty-one teachers served secondary grades 6-12. 
Teachers of the group of schools sampled also had a wide variety of training and experience, 
including ESL endorsements and other required training through professional development for 
teaching staffs. Much of the secondary staff had attended SIOP training. Specifications were kept 
general so as to not signal the possibility of identifying individual participants. Figure 3.2.2 
provides a visual of the participants’ teaching specifications. The number of teachers in each area 
is indicated at the bottom, and the specification is listed on the left. 
 
Figure 3.2.2 Number of teaching specifications represented in participant sample 
The following table indicates each teacher’s specification and the number of students 
they see. For elementary teachers, the numbers are based on their classroom, and for secondary 
teachers, the numbers are based on the number of students seen per day. The specification of 
secondary electives indicates those who teach secondary Consumer and Homemaking Education, 
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Business, Design Technology, Computers, Construction Trades, Drama, Music, Visual Art, and 
Performing Arts.  
 48 
Table 3.2.2 Teacher specifications and ratios of ELLs in class 
Teacher # Specification 
# of students 
seen per day 
# of ELL 
students seen 
per day 
Teacher 1 Elementary ELL around 45 around 45 
Teacher 2 Secondary ELL 70 70 
Teacher 3 Elementary ELL 55 50 
Teacher 4 Elementary, grades 3 - 5 28 15 
Teacher 5 Secondary World Languages 45 15 
Teacher 6 Secondary ELL 85 85 
Teacher 7 Elementary, grades K - 2 26 15 
Teacher 8 Elementary ELL 60 60 
Teacher 9 Secondary English/Language Arts 65 26 
Teacher 10 Secondary Math 110 10 
Teacher 11 Elementary, grades 3 - 5 20 9 
Teacher 12 Secondary ELL 90 90 
Teacher 13 Secondary History & Social Studies 65 to 70 35 
Teacher 14 Secondary Electives 120 55 
Teacher 15 Secondary History & Social Studies 95 34 
Teacher 16 Elementary, grades 3 - 5 28 15 
Teacher 17 Secondary Life & Physical Sciences 124 34 
Teacher 18 Elementary, grades K - 2 21 6 
Teacher 19  Secondary Electives 85 20 
Teacher 20 Secondary Special Education 30 10 
Teacher 21 Secondary ELL 15 15 
Teacher 22 Elementary, grades K - 2 28 8 
Teacher 23 Secondary English/Language Arts 85 15 
Teacher 24 Elementary, grades K - 2 20 7 
Teacher 25 Secondary English/Language Arts 75 5 
Teacher 26 Secondary English/Language Arts 150 20 
Teacher 27 Secondary Life & Physical Sciences 80 30 
Teacher 28 Secondary History & Social Studies 50 3 
Teacher 29 Secondary English/Language Arts 60 10 
Teacher 30 Elementary, grades K - 2 22 8 
Teacher 31 Secondary Electives 72 13 
Teacher 32 Secondary History & Social Studies 125 25 
Teacher 36 Elementary, grades K - 2 22 8 
Teacher 33 Elementary, grades K - 2 27 10 
Teacher 34 Secondary English/Language Arts 70 0 
Teacher 35 Secondary Math 150 40 
Teacher 37 Secondary Math 100 10 
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Table 3.2.2 (continued) 
Teacher # Specification 
# of students 
seen per day 
# of ELL 
students seen 
per day 
Teacher 38 
Elementary Art, Music, Physical 
Education 180 60 
Teacher 39 Secondary Special Education 15 0 
Teacher 40 Secondary Electives   
Teacher 41 Elementary, grades 3 - 5 24 5 
Teacher 42 Secondary Life & Physical Sciences 175 40 
Teacher 43 Elementary, grades K - 2 29 10 
Teacher 44 
Elementary Art, Music, Physical 
Education 240 50 - 75 
    
3.3 Procedure and Survey Tools 
Public access to teachers’ emails made it possible to include the entire teacher staffs of all 
five schools, totaling just over 200 teachers. All teachers in the group of schools were sent an 
email with a link to enter the survey on April 22nd, 2013. Upon clicking on the link to enter, 
participants were given an online statement of informed consent by which they were required to 
select “I Agree” before beginning the survey. An invitation to meet for a follow-up interview 
was included near the end of the survey. Participants could respond to the invitation by providing 
their email address.  
Measures were taken to encourage participation by teachers to begin the survey and to complete 
the survey. One aspect to encourage completion was that the survey was kept available for 
participants to return to at any time before the closing of the survey. A reminder email was sent 
April 26th and a final reminder was sent May 2nd. May 3rd was the closing date of the survey and 
responses were gathered. Although 44 teachers participated in the survey, the survey completion 
percent was 65%, with most teachers completing at least 80% of the survey. Fourteen out of 44 
teachers completed below 50% of the survey, whereas 30 out of 44 teachers completed above 
50% of the survey. All answers were used in the data analysis regardless the surveys that were 
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only partially completed. Those who elected to participate in follow-up interviews held 
interviews the week of May 6 through May 10, 2013.  
3.3.1 Questionnaire 
The survey used in this study was designed through Qualtrics, a reliable survey software 
provided to university students for conducting survey research through Iowa State University. 
Qualtrics provides an intuitive system for creating, distributing, and analyzing online 
questionnaires according to the researcher’s study design.  
The questionnaire included a total of 73 items. Due to dichotomous questions that 
funneled subsequent appearance of items, participants had the possibility of answering 60 to 70 
items. Participants were also shown instructions periodically throughout the questionnaire to 
ensure they could complete the survey within a time frame or otherwise return at a later date. 
Examples were also provided to illustrate possible open-ended answers to guide participants, or 
examples to illustrate the meaning of a fixed-choice item to ensure participants’ understanding of 
a concept. Providing instructions and examples in a questionnaire is suggested by survey 
research literature (Denscombe, 2007). 
Three to 21 items were shown to participants at on any particular page, with a completion 
bar at the bottom of the page, and an indication at the top of the page of how much time the 
current page might take. The look and feel design of the survey pages was intended to suggest 
fun and to be colorful (figure 3.3.1a), which is also a part of designing a user-friendly interface to 
encourage survey completion. 
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Figure 3.3.1a Example of page of the internet questionnaire design 
Instructions displayed for participants throughout the online questionnaire formed the 
basis for the various sections of the survey that indicated to participants the types of questions 
asked and the time it would take. A visual of the order of the main sections of the questionnaire, 
the items within each of these sections, and details about the type of question used to gather each 
knowledge concept are shown in figure 3.3.1b. Item prompts and instructions that participants 
saw included in the Appendix. The chart in of the questionnaire shows the sequence of items in 
the questionnaire, instructions provided to participants in each prompt, and examples given in 
prompts for clarity. Although teachers were shown the instructions seen in quotation marks 
before each section of the survey, the categories in parentheses indicate a description of the type 
of data being gathered according to literature in culturally relevant teaching. The data were 
gathered and re-grouped for analysis into the following categories mentioned from Chapter 2 – 
Language and communication knowledge, Culture and community knowledge, Critical 
Perspectives knowledge, Instruction, and Teacher Self-Reflection. Below is a brief description of 
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rationales behind the inclusion of each item as pertaining to answering the research questions and 
pointing toward the main objectives of this study. 
3.3.1.1 Language and communication items 
Six Likert-scale items corresponded with communication and asked teachers to select the 
degree of importance of each feature of communication or language described in the question 
prompt. The options for items of importance included “not important,” “neither important nor 
unimportant,” and “very important.” The key for asking these questions was to see if teachers 
thought of the areas of knowledge to be important to their teaching. When teachers have more 
language and communication knowledge, they are able to better decipher the codes that ethnic 
students use and thus are able to “teach ethnically diverse students more effectively” (Gay, 
2002). In other words, it may not be enough just to know that differences exist; more knowledge 
in multicultural communication strengthens teachers. Items included knowing the names of 
students’ languages (Edwards, 1998), students’ ethnic communication styles and body language 
norms, cultural communicative norms (Ladson-Billings, 1995), literacy practices (Ruggiano 
Schmidt & Lazar, 2011; Amanti et al., 1992), and code-mixing practices (Gay, 2002). 
The three open-ended items gathered teachers’ thoughts about communication in which 
participants were given the chance to explain their rated importance of knowing about students’ 
discourse habits (Item 26), to explain their rated importance of language study (Item 30), and to 
quantify how much linguistic knowledge they feel is necessary (Item 31). 
One scenario item in particular (Item 36) was fostered to gather teachers’ reactions 
toward code-mixing, a feature of ethnic student language and communication suggested by 
Ruggiano Schmidt and Lazar (2011) and Gay (2002) to know. The scenario response provided 
data to qualitatively analyze about teachers’ levels of perceived importance toward this feature, 
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but it also provided data about teachers’ attitudes and strategies used in many cases. Before each 
scenario response, teachers were allowed to respond to whether or not they had been in such a 
situation. This was useful for implications later in the study about professional development. 
3.3.1.2 Instruction items 
The items under the instruction knowledge area included questions that were geared 
towards teachers’ perceived importance of adapting their own teaching strategies to meet 
multilingual learners with how they learn. The goal in covering thoughts about instruction 
adaptation stems from an understanding that ethnic students learn differently. Teachers who 
possess knowledge about how to design “culturally relevant curricula” (Gay, 2002, p.108) 
through revising current materials, plans, designs, and strategies in the classroom respond better 
to multilingual learners according to Gay (2000). The items pertaining to this section of the 
questionnaire particularly aims at classroom teaching strategies and the ability to revise and 
adapt them. Items involve allowing teaching practice to change as new information is found out 
about ethnic students (Item 17), adapting teaching practices to connect to ethnic learning styles 
(Item 16), building on experiences, knowledge, opinions and emotions (Item 43), and building 
on students’ prior linguistic knowledge (Item 44).  
Open-ended items also allowed teachers to elaborate on their instructional needs. Two items 
asked that they share what they do or have done in the class to adapt their methods or utilize 
students’ prior abilities, and two items were geared toward what teachers felt they needed in 
order to cultivate a successful classroom. These items, along with all of the scenario items, were 
intended to elicit responses about teachers’ familiarity with instructional adaptation and 
modification; various mentioned strategies from this category were counted in order to determine 
teachers’ familiarity with instructional adaptation.  
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The extent to which teachers mentioned strategies in modified materials or in searching for 
new knowledge in order to know how to adapt a teaching strategy contributed to analyzing 
teachers’ awareness of their responsibility to the areas of knowledge in culturally relevant 
teaching, a key factor research question 3.  
3.3.1.3 Community and culture items 
The items for community and culture knowledge knowledge involved information about 
teacher-parent partnerships, students’ home lives, family values, personal histories, and cultural 
background in general. It was expected that if knowledge is gained in these areas of students’ 
lives and the line of communication with parents is kept close, a class may function better as a 
supportive learning community. The idea of a class community is supported by numerous 
authors on culturally relevant teaching (MacPherson, 2010; Gay, 2000; Ladson-Billings, 1995). 
Ladson-Billings (1995) takes the idea of community in the classroom to explore even the larger 
community that students live in, researching about who lives in the neighborhood of the school, 
finding out how to make changes to the neighborhood, and more. A successful culturally 
responsive classroom is one where a “community of learners” exists “rather than competitive, 
individual achievement” (p.480). Ways in which a community of learners happens is through 
mutual responsibility of helping each other (Gay, 2002) and oftentimes demanding a high level 
of success for the entire class so as not to lift up the individual (Ladson-Billings, 1995). The 
rationale behind the concept of making the class into a community is grounded in that most 
ethnic cultures and students of color (Gay, 2002) have grown up in environments where “the 
welfare of the group takes precedence over the individual and where individuals are taught to 
pool their resources to solve problems” (Gay, 2002, p. 110). Part of the concept is involving 
parents as much as possible, as cultural student’ parents are also either very connected to their 
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students’ achievement in school, or legitimately need to be pulled in and oriented to the concept 
of US schools.  
Several importance-rating items were brought together from the questionnaire to gather 
the data regarding teachers’ perceived importance of all knowledge pertaining to students’ 
communities and cultures. Familiarity for the concepts here was also interpreted through the 
number of times teachers mentioned knowledge about students’ cultures in the open-ended 
responses of the questionnaire, but two items in particular were analyzed for familiarity in this 
category: ways in which teachers celebrate diversity in their classrooms (Item 38) and in their 
schools (Item 41).  
3.3.1.4 Critical perspectives items 
Critical perspectives items were mostly concerned with teachers’ perceptions about 
education as it is situated socially; in other words, this section evaluated teachers’ perceived 
importance of being critically aware and conscious of the power that education has in purporting 
or deflecting the views of cultural diversity in social realms. The idea of critical awareness is an 
extension of Gay’s (2000; 2002) concept of designing culturally relevant curricula, but also 
mentioned in most culturally relevant teaching literature as an additional or central theme 
(Castro, 2010). This study is grounded in critical perspectives because it constitutes the purpose 
behind culturally relevant teaching: for culturally diverse students to be successful in an 
educational environment that might not necessarily and unconsciously facilitate their weakened 
place in society. When teachers gain this area of knowledge and understand what it means to be 
critically aware of how their students are represented in the social world, they are better in 
position for empowering students, for giving them a voice, and for encouraging them to advance 
in their contexts. Knowledge concepts from the questionnaire that constitute the category of 
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critical perspectives are students seeing themselves as a positive part of society (Item 37), 
inconsistencies between mainstream culture and other cultural systems (Item 42), conflicts that 
exist among cultures (Item 59), grounded in research by Gay (2000) and Young and Martinez 
(2011), current events around the world (Item 60), grounded in research by Ruggiano Schmidt 
and Lazar (2011), and stereotypes associated with ethnic groups (Item 61). These items were all 
rated by teachers in importance, contributing to research question 2.  
These concepts were also searched in teachers’ open-ended responses throughout the 
survey to discover teachers’ familiarity with critical perspectives in teaching. One scenario in 
particular (Item 67) gathered teachers’ reactions in this knowledge area. Other open-ended items 
related specifically to critical perspectives asked teachers to describe what they understand by 
the concept of mainstream cultural ideals (Item 41) and to explain how they feel society’s 
cultural values or their own values has an effect on students’ receptivity to learning (Item 57). 
3.3.1.5 Teachers’ self-awareness items 
Bringing about the most defined view of the importance of self-awareness and teacher 
reflection is from Castro (2010). Castro’s self-awareness as assisting teachers in their cultural 
relevant teaching practice is taken to a deeper level of reflective thought: it involves “conscious 
reflection on one’s self and situation,” (Castro, 2010, p.199) especially the “awareness that one’s 
worldview is not universal but is profoundly shaped by one’s life experiences, as mediated by a 
variety of factors, chief among them race/ethnicity, social class, and gender” (Villegas & Lucas 
qtd. in Castro, 2010, p.199). The teachers’ self-awareness knowledge area in this study blends 
together with elements of the critical perspectives area; a successful combination results in 
culturally relevant teachers who know themselves and their students in the larger social realm; 
however, the model of this study does not include teachers’ self-awareness because this area is 
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not knowledge-based. The teachers’ self-awareness items particularly helped in answering the 
third research question, and serves to activate the areas of knowledge that are pinpointed in the 
model in figure 2.5. 
Four fixed-choice items on the questionnaire pertained to teacher self-reflection. 
Teachers rated the importance of their own awareness of personal bias (Item 62), and their 
reflection on their cultural relationships and experiences, grounded in research by Castro (2010) 
Ruggiano Schmidt and Lazar (2011) (Item 69). They also rated how knowledgeable they felt 
teachers need be in cultures (Item 68). Item 70 in particular has been based in part by literature 
that has addressed teachers’ awareness of their role in helping connect ethnically diverse students 
to success despite mandates from above such as state assessment (Buxton, Lee, & Santau, 2008); 
the item asked teachers to select what thought to be barriers hindering ethnically diverse 
students’ success. Of the options were: teachers’ lack of knowledge in students’ home cultures 
and teachers’ lack of knowledge in students’ home languages. These items together specifically 
point to teachers’ awareness of the responsibility they have or do not have regarding the other 
categories of knowledge, highlighting data that allows research question 3 to be addressed.   
3.3.2 Interviews 
Because of the nature of the data collection being survey-based, this study gathered 
further data through optional interviews, to provide descriptive, qualitative information about 
teachers’ current perceptions of professional development and training effectiveness.  
Seven teachers agreed to be contacted for informal interviews in person at the school, 
held during the week of May 6 through May 10, 2013. Interviews lasted 11, 20, 14, 16, 13, 16, 
and 13 minutes long, respectively and chronologically. Thus, approximately one hour and a half 
of interview recording was transcribed (transcriptions included in the appendix). The interviews 
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were valuable for the study because many new themes and opinions about teaching and 
professional development were brought up, providing more validity for many of the answers in 
the questionnaire. Every teacher interviewed had been certified as an ESL teacher at some point 
in their career, and three were current ELL teachers. Due to their ELL training, the discussions 
were bolstered with experiences, practice, and theories that, for the most part, indicated not only 
strong opinions about teaching students of different backgrounds, but also ones informed by 
training and theory in the very concepts discussed in this study. Due to the heavy skew toward 
those teachers who already had either stronger backgrounds in ELL experience and training or in 
an affinity toward the subject of the survey, it was not possible in this study to gather large 
amounts of thoughts belonging to teachers who perhaps struggled with connecting their 
multilingual students to academic success; however, in many ways, these seven teachers are the 
strongest representation of knowledge for the group of schools and could form the kind of 
pattern or team that ought to be strived for amongst an entire district of schools: in fact, if they 
considered some areas of importance to be lacking in professional development, one could 
consider that the less-experienced teachers would also benefit from training in these areas. The 
discussion after each question explicates some of the interesting ways that teachers were 
separated in their thoughts or opinions, based on the question posed to them.  
The interviews were valuable for the purpose of gaining participants’ perspectives and 
their more personalized thoughts and rationales for the issues in this study that the questionnaire 
was not able to gather. The interviews were teacher-focused, allowing participants to share their 
own interpretations of issues and useful knowledge to be had in a classroom of linguistically 
diverse students.  
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Teachers who agreed to participate in the interviews had varying years of experience. 
Table 3.3.2a shows each interview participant’s teaching specification and years of experience. 
Fortunately, somewhat of a variety of teaching areas were represented, although clearly there 
were more ELL teachers who agreed to participate in the interview. It was expected that teachers 
more interested in the topic would agree to be interviewed; familiarity with the topic of the 
survey may have eased many teachers’ comfort level in filling out the questionnaire.  
Table 3.3.2a Interviewed teachers’ demographics 
Teacher # 
Identifier 
Area of teaching Years of experience 
Teacher 1 Elementary ELL 21-30  
Teacher 2 Secondary ELL 8-13 
Teacher 3 Elementary ELL 4-7 
Teacher 4 Elementary, Grade 3-5 8-13 
Teacher 5 Secondary World Languages 14-20 
Teacher 6 Secondary ELL 1-3 
Teacher 7 Elementary, Grade K-2 8-13 
  
The semi-structured questions on the interview are included below, in Table 3.3.2b. 
There were follow-up comments and recasting of these questions in order to elicit more detailed 
answers from participants.  
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Table 3.3.2b Interview questions 
Interview Question 
Q1. Do you feel that one or more of your ELL students is/are somewhat distant from your ability 
to teach them due to cultural differences? How would you describe your teacher-student 
relationship with that student? 
Q2. What do you feel are the biggest cultural barriers that have impeded your effectiveness in 
teaching cross-cultural students? 
Q3. Does having knowledge of the language of your ELL students, whether a small or large 
amount, help to better teach those students?  Why or why not? 
Q4. Can you name the language backgrounds of all or some of your ELL students? What has 
attracted you to become aware of these? What do you think is important about this knowledge in 
regards to teaching? 
Q5. Have you ever changed or added a teaching method or activity in order to accommodate or 
connect better specifically with multilingual students in your class?   
Q6. What kind of additional knowledge or training do you feel you need in order to feel more 
comfortable knowing how to adapt methods or create new activities that speak to the ELL 
students in your class? 
 
Each interview question corresponded to the knowledge areas, shown in the table below: 
Table 3.3.2c Interview questions’ relation to knowledge areas 
Knowledge area Interview Question # 
1. Communication knowledge Q3, Q4 
2. Instruction Q5 
3. Class community Q1, Q2 
4. Critical perspectives Q2, Q4, Q5, Q6 
 
The study approaches professional development by asking first what teachers think about 
the current ways it has helped them connect better to multilingual students. It is worth reiterating 
that this study sought to provide a descriptive baseline about current thoughts surrounding the 
five knowledge areas of culturally relevant teaching that lead to contemplating ways in which an 
established school and teaching staff can use new knowledge and tools to adapt more easily to 
teach in continuously changing contexts. Not only are teachers’ opinions on training and 
professional development reported directly, results from questionnaires and interviews help to 
pinpoint the areas that may need the most focus for the group of schools in this study. With these 
two ways of approaching an analysis of perceptual professional development, various new ways 
 61 
of developing professionally are also shared as part of this study. This section synthesizes 
research about professional development in the area of teaching multilingual students. 
3.4 Data Analysis 
Several data analysis procedures were used for this study due to the various methods 
implemented and research questions asked. The analysis techniques helped to see the data from 
different angles in order for a more complete interpretation and depth of insights. This section is 
outlined by how teachers’ questionnaire responses to open items were analyzed for familiarity, 
how teachers’ responses to fixed-choice items were analyzed for importance, and how these were 
brought together along with other fixed-choice items to analyze for teachers’ awareness to 
responsibility of the various knowledge areas in the culturally relevant teaching model described 
in Chapter 2. The interviews were analyzed in a similar way, but were approached largely with 
grounded theory due to the much stronger bond between teachers’ answers and the human 
experience.  
3.4.1 Analyzing for familiarity 
The familiarity of concepts in culturally relevant teaching areas in this study was 
analyzed mainly by examining the verbal data provided by teachers in their responses to 17 open 
questions asked on the survey. Responses were first abbreviated in order for them to be coded 
into based on the ideas being conveyed. The abbreviated answers were set aside, broken up into 
individual concepts, and organized into categories based on the relationship had between them. 
This was a largely qualitative, unstructured approach, and avoided quantitative strategy due to 
the qualitative richness of the data. After the responses were itemized and placed into categories, 
they were probed for their connections to culturally relevant teaching concepts. Each itemized 
concept was assigned an area in the culturally relevant teaching model (i.e., Language & 
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Communication, Instruction, Culture & Community, or Critical Perspectives). At this point, a 
summary of all the tokens and types of concepts mentioned from the open-ended item was 
brought together in a table (Figure 3.4.1a below). 
 
Figure 3.4.1a Example of a summary table 
The summary table allowed for an overview of the concepts mentioned in the questionnaire item 
to be seen in regard to each knowledge area. This allowed for interpretations to be made about 
the variety of practice or knowledge concepts being referenced by the group of teachers, as well 
as a general lack of familiarity in any one knowledge area of the model. 
 To analyze also from the perspective of being able to see which individual teachers were 
familiar with the areas of knowledge as opposed to only viewing the concepts familiar to 
participants as a group, the original raw data was referred to once again. Using the coding from 
the above analysis procedure of the itemized concepts, teachers were given a tally in each area of 
the model for every mention of a concept, per item. This technique was necessary because 
teachers often listed more than one concept in their answers to open-ended questions. Tallies 
were thus given for each item only after the above analysis procedure was done. An example of a 
tally table is shown in Figure 3.4.1b below, each “1” representing one tally.  
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Figure 3.4.1b Example of tally chart for individual teacher familiarity concepts 
The tallies for each teacher were added up for an overall view of how familiar a teacher was with 
the areas of the model. Totaling the tallies given to each teacher per item in each category could 
reveal trends or patterns in any one teacher; for example, if Teacher 5 mentioned concepts in the 
same category for each of her responses, it could be suggested that she focuses on that area and 
thus would benefit from learning about other areas of the model. Thus this analysis technique can 
be used to inform professional development in regards to establishing specific training for 
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specific teachers due to their levels of familiarity in different areas of culturally relevant teaching 
knowledge. 
3.4.2 Analyzing for importance 
 The data gathered from the fixed-choice items on the questionnaire supplied percentages 
of all participants who selected each option. As the culturally relevant teaching literature 
addresses the various knowledge concepts as important, a target of 100% was used to measure 
importance scores for each knowledge concept. Scores were determined by the percentage of 
participants who selected “very important” for each item; so, if 50% or fewer of participants 
responded “very important” on any one concept, this was considered to mean that teachers as a 
whole felt the area to be less important. Knowledge concepts in each category were combined 
and averaged to establish an importance score for each knowledge category of the culturally 
relevant teaching model. Summarizing the importance for each culturally relevant teaching 
knowledge area was important to the study because it showed an overall picture of how teachers 
perceived the importance of the areas of knowledge. It also helped to adjust the model to reflect 
how teachers in this study’s particular context felt about culturally relevant teaching in regards to 
the breakdown of competencies. 
 In order to bring out the more detailed importance scores based on itemized concepts that 
were pre-coded based on the item prompts, a ranking of importance of each knowledge concept 
in each knowledge category was determined based on those concepts’ importance scores. 
Organizing the knowledge concepts in ranked order of importance reported by teachers was used 
to identify the highest and lowest rated concepts in importance. Ranking was valuable to the 
study because it suggests that there is an order of importance given to the concepts of culturally 
relevant teaching theories that should be known, and this ranking can be compared to the model 
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from the literature, which does not necessarily address the levels of importance of knowledge 
concepts. The ranking can thus inform the field by addressing ways in which teachers cope and 
what they see as more important at a given point in time. Their ratings of importance may or may 
not be influenced by their training and experience, but perhaps an implication can be made that 
the importance levels should shift or balance out when teachers become more culturally aware. 
Implications such as these are addressed in Chapter 5. 
3.4.3 Analyzing for perceived responsibility to knowledge 
 The fixed-choice questionnaire items 18, 68, 69, and 70 provided data in the area of 
teacher reflectiveness and awareness of personal bias. Four items were included in the survey 
specifically to address perceived responsibility to knowledge. 
Teachers were asked to rate the importance of knowledgeability of teachers in general for 
cultural knowledge, to rate the importance of an awareness of personal bias, to rate reflection on 
cultural relationships and experiences, and to identify barriers they felt to hinder ethnic students’ 
success. These items were brought together, similar to the importance items for the culturally 
relevant teaching areas, for an average percentage rating of the section. 
3.4.5 Analyzing interviews 
As mentioned above, the interviews yielded semi-unstructured data that provided a 
foundation for a grounded analysis approach. Analyzing the data involves codes, categories, and 
concepts that are refined along the data analysis process. Open coding was used because some 
data were already labeled in terms of their content; for example, Question 5 of the interviews 
was primarily about instruction knowledge, so teachers’ answers were coded in this way. Axial 
coding was also used because the open codes took more shape and made links between other 
broader headings of the open codes. Axial coding was a way to find components in the data that 
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appeared to be very substantial and meaningful to the topic of culturally relevant teaching. The 
data from the interviews were in need of more axial coding than open coding. An example, of an 
instance of axial coding is in the way teachers answered Question 3 about language knowledge. 
Teachers who referred to other areas of the model would thus have answers coded not for 
language and communication knowledge, but instead for the appropriate concept they 
mentioned. Axial coding also allowed for new concepts to be identified, and these are used to 
question the current model on culturally relevant teaching proposed through the literature in 
Chapter 2. 
 A very important reason that the current study used grounded theory for part of the data 
analysis was that it provides rationale to stick closely to the practical level – to be meaningful to 
those relevant to the “practical world from which the data were derived” (Denscombe, 2007). 
The current research was intended to produce results that were relevant to participants, the field 
of education, and the topic of English language learning. 
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Chapter 4: Results 
Chapter 4 presents the results from the online questionnaire and the interviews. The 
questionnaire was organized so that participants were shown several fixed-choice items followed 
by open-ended or scenario items and a message dividing main sections of the survey for easy 
participation. This chapter reports responses from the fixed-choice items first, followed by the 
open-ended responses. Responses to the fixed-choice items allowed for a quantitative analysis of 
teachers’ importance ratings on various areas of knowledge important to culturally relevant 
teaching. Teachers’ open-ended responses offer a way to probe for teachers’ familiarity with the 
types of knowledge important to culturally relevant teaching. The interview results are reported 
at the end of this chapter and introduce teachers’ elaborated responses about their familiarity 
with the types of knowledge and how important they see them. New themes brought about by 
teachers that lead to a different way of viewing the culturally relevant teaching model introduced 
in Chapter 2 of this study are also presented in this chapter. The new themes lead to implications 
for practice and professional development, a topic that will be addressed in Chapter 5. 
4.1 Demographics Items 1-9 
 The first nine items of the questionnaire covered demographic information about teachers 
and their classrooms. Item 1, was covered in a graph from Chapter 3. Item 2 data provides the 
study with ratios of monolingual, bilingual and multilingual teachers. This data is helpful for 
describing the context of teachers in the current study, and useful for understanding some of the 
open-ended responses.  
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Table 4.1a Results of item 2 
Item 2: “Are you monolingual or bilingual?” 
Answer Response 
I am monolingual. 35/44 (80%) 
I am bilingual.  7/44 (16%) 
I speak more than 2 languages.  2/44 (5%) 
 
The bilingual selection allowed teachers to write in what other language they speak besides 
English. Six of the seven bilingual teachers speak Spanish, and one speaks Sign Language. The 
majority of teachers who participated in the survey have been teaching 8 to 13 years as indicated 
in Item 3’s data below in figure 4.1.  
 
Figure 4.1 Results of item 3 
Items 4, 5, 6, 7, 8, and 9 allowed teachers to enter text indicating the ratio of ELL students to 
non-ELL students based on what teachers selected as their teaching specifications from Item 3. 
Secondary teachers and Elementary specialty teachers were asked how many students they teach 
on average each day, and how many ELL students. Elementary classroom teachers were asked 
how many students were in their class this year and how many ELL students were in their class. 
Table 3.2 in the last chapter reports the responses from Items 4-9 next to the teacher numbers and 
their specifications. 
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4.2 Specifying Students’ Home Languages Items 10-15 
Allowing teachers to specify the languages of their students, and especially allowing 
them to answer “not sure,” brings forth data about teachers’ familiarity with names of languages, 
a key part of knowledge in language and communication. Item 10 allowed teachers to select the 
various language backgrounds they knew or thought comprised their current classrooms. Items 
11 through 15 appeared to respondents based on which language backgrounds they selected in 
Item 10. 
 
Table 4.2a Results of item 10 
Item 10: Please select the language backgrounds of your English language learner students. 
(check all that apply) 
Answer Response 
African languages 36/44 (82%) 
Asian languages 39/44 (89%) 
European languages 33/44 (75%) 
Middle Eastern languages 22/44 (50%) 
Other 16/44 (36%) 
Not sure 4/44 (9%) 
 
The majority of language backgrounds selected were Asian, then African, and followed by 
European. It is important to note here the number of responses in the “other” category; text entry 
was allowed next to this option, of which thirteen participants entered the following text, in 
Table 4.2b: 
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Table 4.2b “Other” results of item 10 
“Other” text entered: # of teachers who entered it 
Latin American 1 
Spanish 5 
Spanish and other languages from Mexico 1 
South and Central America 1 
Latino 1 
Arabic 1 
English 1 
Spanish and Portuguese 1 
Hispanic 1 
 
Interestingly, Spanish was listed as “other” even though checking European languages was an 
option in Item 10. In regards to teachers’ knowledge about language origins, perhaps there is 
some confusion about Spanish being associated as a European language; however, Teachers who 
answered with Latin American, South and Central America, and other languages from Mexico 
demonstrate their knowledge with grouping languages into geographical regions. Also noted in 
Table 4.2b is that teachers are aware that other languages are spoken in the areas listed than just 
Spanish. Other teachers demonstrated less knowledge of languages and language groups due to 
their text entry in Table 4.2b, but the majority chose the groups of languages offered, mainly 
African, Asian, European, and Middle Eastern. Teachers were directed to select the more 
specific languages within these categories if they had selected these categories from Item 10. 
 Item 11 elicited data based on teachers’ selection of the various African languages 
represented in their classes.  
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Figure 4.2a Results of item 11 African languages 
 
Three teachers also added African languages to the list of options: 
“Other” text entered: teacher 
Kirundi, Arabic Teacher 6 
Maaban, Krahn, Lingala Teacher 1 
Yorba Teacher 2 
 
Item 12 allowed for teachers to select the various Asian languages represented by students in 
their classes. See Figure 4.2b: 
 
Figure 4.2b Results of item 12 Asian languages 
 
Added languages were the following: 
“Other” text entered: teacher 
Tagalog  Teacher 12 
Zotung Teacher 1 
Tedim Teacher 21 
Shan Teacher 2 
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Item 13 allowed teachers to select European languages, in Figure 4.2c: 
 
Figure 4.2c Results of item 13 European languages 
 
Added languages were: 
“Other” text entered: teacher 
Macedonian  Teacher 12 
Russian Teacher 22 
 
In Item 14, teachers selected the Middle Eastern languages spoken by students: 
 
Figure 4.2d Results of item 14 Middle Eastern languages 
 
There were no extra entries by participants for Middle Eastern languages, but teachers were 
aware that Arabic is a Middle Eastern language. 
 Item 15 allowed teachers to fill in the gaps by entering any other languages spoken by 
their students that they are aware of.  
“Other” text entered: teacher 
Spanish  Teacher 6, 24, 39 
Spanish, Bosnian Teacher 18 
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Teachers who responded to this final “other” item with these languages were due to the fact that 
European languages was not originally selected from Item 10. Spanish and Bosnian would have 
been options, as seen from Item 13.  
 Items 10 through 15 gave teachers the opportunity to demonstrate their knowledge 
regarding their students’ home languages. The data show that teachers for the most part were 
able to identify languages that their students speak, a competency that relates to the language and 
communication area of the culturally relevant teaching model. However, in addition to those who 
selected the languages that they knew students to speak, a large number of teachers also selected 
“not sure” when asked about the specific languages of their students who spoke African 
languages. Another interesting finding was that teachers may have associated their Spanish 
speakers more closely with what region of the world they were from instead of the language 
origin as coming from Europe. This may suggest that teachers are more aware of students’ 
cultures and where they come from rather than knowledge about the language itself. A few 
teachers added text responses to indicate the languages not represented in the items’ options. 
This shows that some teachers are keenly aware of the names of students’ languages, suggesting 
a close attention to this type of knowledge may be important for many teachers’ practice. 
4.3 Fixed-choice Questionnaire Items 
The 37 fixed-choice items from the questionnaire provide a quick way to gauge 
participants’ thoughts on the importance of various areas in culturally relevant teaching. The 
rationale behind each question on the online questionnaire is backed by literature on culturally 
relevant teaching. Each question aimed to test whether or not teachers see various concepts as 
important to their teaching. The fixed-choice items reported here are in order of how they 
appeared to participants, although open-ended items are not shown until section 4.2. 
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4.3.1 Cultures in the classroom: Items 16-23 
The following items were shown under the heading, “Cultures in the classroom - 8 
questions, about 5 to 10 minutes.” Participants were shown this heading to familiarize them with 
the type of questions that they would be asked, which referred to cultural knowledge about 
students being put to use in instructional plans and strategies. This section of chapter 4 reports 
the fixed-choice items results of this section, which are Items 16, 17, 18, 19, and 21.  
Items 16 and 17 ask teachers how important they feel it is to adapt their teaching, and 
Item 19 asks how necessary it is to gather new information about students’ cultures. While Items 
16 and 17 produce data for answering importance for instruction knowledge strategies and 
willingness to adapt, Item 19 is a specific reference to importance of student background 
knowledge, contributing to class community knowledge. 
Table 4.3.1a Results of items 16, 17, and 19 
Item 
# 
Knowledge concept 
being rated for 
importance 
Very 
important/Very 
necessary 
Neither important nor 
unimportant/Somewhat 
necessary 
Not 
important/Not 
necessary 
Item 
16 
To adapt teaching 
based on new 
information 
36/39 (92%) 3/39 (8%) 0/39 (0%) 
Item 
17 
To adapt teaching to 
learning styles 
34/39 (87%) 5/39 (13%) 0/39 (0%) 
Item 
19 
How necessary do 
you think it is to 
learn about the 
backgrounds of your 
students as a means 
to better 
encouraging their 
success? 
37/39 (95%) 2/39 (5%) 0/39 (0%) 
 
Item 16 refers to the adaptation of practices as new information is found, which connects to 
culturally relevant instructional strategies. Item 17 asked a similar question, but differs slightly 
by asking teachers to consider the necessity of ethnic learning styles. Adapting practice based on 
 75 
ethnic learning styles was rated slightly lower than the other two items in Table 4.3.1a. Item 19 
draws another connection between learning about students’ backgrounds as a way to encourage 
success. Teachers largely felt this to be necessary (95%). The above three items indicate that 
teachers for the most part see teaching strategies should be adapted to students, and that 
knowledge should be known about students’ backgrounds. The two areas of the culturally 
relevant teaching model that these items point to may be viewed as very important for most 
teachers in this study.  
In Item 18 in Table 4.3.1b, teachers are asked how different they feel a class would be if 
teaching a monolingual, monocultural group of students versus a very ethnically diverse group, 
to which the majority of teachers responded “Somewhat different.” This item showed that 
teachers perceived importance of differentiating their teaching for a diverse group of students as 
very or somewhat different, as shown in Table 4.3.1b below: 
Table 4.3.1b Results of item 18 
Item 
# 
Knowledge concept 
being rated  
Very 
different 
Somewhat 
different 
Neutral Almost 
the same 
Exactly 
the same 
Item 
18 
Different teaching for 
multicultural vs. 
monocultural 
9/37 
(24%) 
24/37 
(65%) 
1/37 
(3%) 
1/37 
(3%) 
2/37 
(5%) 
 
With five choices on a Likert scale, 33 out of 37 teachers responded above the middle 
choice –  “neutral.” With only four participants answering with degrees below “somewhat,” and 
even though only nine teachers responded that their teaching practice would be “very different,” 
the majority of teachers see that their teaching practice in a class of multilingual students is 
“somewhat different” than a class of monolingual students. Interesting from this item’s response 
it that two teachers indicated that their teaching practice would be exactly the same if their 
students were all one culture or if their students were of various cultures. More interesting, on the 
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other hand, was that the majority of teachers selected “somewhat” different instead of “very 
different”. This finding points to implications in Chapter 5 about teachers’ perceptions of 
instructional knowledge as needing to be adapted when teaching multilingual students.  
 Finally, Item 21 references teachers’ willingness to craft new ways to respond to ethnic 
students’ learning needs; 36 out of 38 teachers responded that yes they craft new ways. Further 
descriptive responses can be found in the open-ended results. 
Table 4.3.1c Results of item 21 
Item 
# 
 Yes I do not craft new ways to 
respond to students of diverse 
learning needs; the core 
curriculum is sufficient. 
Item 
21 
Do you use your professional knowledge 
to craft ways to respond to your students 
of diverse learning needs despite the 
structure of the core curriculum? 
36/38 
(95%) 
2/38 (5%) 
 
Teachers’ ratings of the importance of the various strategies and knowledge in this section of the 
questionnaire (Cultures in the Classroom) relate in part to the instruction section of the culturally 
relevant teaching model. From these results, it can be seen that teachers have rated strategies for 
acquiring new knowledge and willingness to adapt to students’ unique ways of learning above 
average in importance, suggesting that teachers view instructional strategies for modifying their 
teaching to be very important in a diverse cultural context of students.  
Although teachers were able to expand on some of the above concepts by responding to 
open questions, the above items contribute to the understanding of how important teachers feel 
about adapting their practices to fit to students’ learning styles and backgrounds. They have 
shown a positive view for the instructional area of the model so far. The next section continues, 
based on the layout seen by teachers while taking the online questionnaire, with more fixed-
choice questions about concepts in the language and communication area of the model. 
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4.3.2 Language and communication background knowledge: Items 24-36 
The items in this section particularly pertain to communication as it is linked to culture 
and cognition, so most of the data relate to the communication section of the culturally relevant 
teaching model. The items were shown under the heading, “Students’ language backgrounds in 
the classroom - 13 questions, about 10 minutes.” This section of Chapter 4 reports the fixed 
choice items of the section, which are Items 24, 25, 27, 28, 29, 32, 33, and 34. Responses to 
these items indicate teachers’ ratings of importance of various aspects of student language use 
and communication habits that are considered to be necessary for teachers to know in order for 
culturally relevant teaching to occur. 
The items in the following two tables show results for questions that allow teachers to 
rate the importance of various kinds of language and communication knowledge. Items 25 and 
29 are shown in Table 4.3.2a, separate from the other items because the importance rating was 
dichotomous; items 24, 27, 28, 32, 33, and 34 contain the rest of the items rated with 3-point 
Likert scales of importance.  
 78 
Table 4.3.2a Results of items 24, 25, 27, 28, 29, 32, 33, and 34 
Item 
# 
Knowledge concept being 
chosen dichotomously for 
importance 
Yes (It is important) No (It is not 
important) 
Item 
25 
Students’ discourse habits 31/33 (94%) 2/33 (6%) 
Item 
29 
Teachers to study another 
language 
10/32 (31%) 22/32 (69%) 
 
Item 
# 
Knowledge concept 
being rated for 
importance 
Very 
important/Very 
necessary 
Neither important nor 
unimportant/Somewhat 
necessary 
Not 
important/Not 
necessary 
Item 
24 
Names of students’ 
languages 
24/33 (73%) 9/33 (27%) 0/33 (0%) 
Item 
27  
Students’ body language 29/32 (91%) 3/32 (9%) 0/32 (0%) 
Item 
28 
Students’ cultural 
communicative norms 
29/32 (91%) 3/32 (9%) 0/32 (0%) 
Item 
32 
Students’ linguistic 
practices 
16/32 (50%) 16/32 (50%) 0/32 (0%) 
Item 
33 
Students’ literacy 
practices 
26/32 (81%) 6/32 (19%) 0/32 (0%) 
Item 
34 
Students’ code-mixing 
practices 
14/33 (42%) 12/33 (36%) 7/33 (21%) 
 
Although more than a fourth of the respondents thought it does not matter to know the 
mere differences among students’ languages in Item 24 above, 31 out of 33 teachers said that 
being familiar with their discourse habits was important. The various low and high ratings seen 
from both tables above indicate that teachers view the importance of certain types of knowledge 
about students’ communication differently. Receiving the lowest rating was knowing about 
students’ code-mixing and linguistic practices. Teachers’ top three rated areas of importance in 
these communication areas included knowing about ethnic students’ communicative norms, body 
language, and literacy practices. Teachers’ responses to the above items indicate that teachers 
may not see the benefit of knowing about students’ languages enough to have to analyze their 
linguistic features, especially since language study was rated with low importance. Teachers 
 79 
preferred knowing about how students communicate and use language socially in the classroom. 
These findings suggest more focus be made on the ways that teachers may be able to connect to 
students through an understanding of how their languages work in contrast to English.  
4.3.3 Students’ culture and heritage: Items 37-49 
The third heading that participants saw was, “Students’ culture & heritage - 13-16 
questions, about 15 minutes.” The questions in this section pointed mainly to the critical 
perspectives knowledge area of the culturally relevant teaching model, but also to knowledge 
that leads to building class community and instructional practices. Relevant fixed-choice items 
reported in this section are Items 37, 40, 42, 43, 44, 45, 46, 47, and 49.  
Table 4.3.3a Results of items 37, 40, 42, 43, 44, 45, and 49 
Item 
# 
Knowledge concept 
being rated for 
importance 
Very 
important/Very 
necessary 
Neither important nor 
unimportant/Somewhat 
necessary 
Not 
important/Not 
necessary 
Item 
37 
Seeing students succeed 
in larger society 
31/31 (100%) 0/31 (0%) 0/31 (0%) 
Item 
40 
Students’ cultural 
histories 
20/30 (67%) 10/30 (33%) 0/30 (0%) 
Item 
42 
Cultural inconsistencies 22/29 (76%) 7/29 (24%) 0/29 (0%) 
Item 
43 
To build on experiences 
& prior knowledge 
25/28 (89%) 3/28 (11%) 0/28 (0%) 
Item 
44 
To build on linguistic 
knowledge 
25/30 (83%) 5/30 (17%) 0/30 (0%) 
Item 
45  
ethnic students’ parents’ 
input on academics 
26/29 (90%) 3/29 (10%) 0/29 (0%) 
Item 
46 
To distinguish students’ 
backgrounds from one 
another 
24/30 (80%) 6/30 (20%) 0/30 (0%) 
Item 
49 
partnership with parents 26/30 (87%) 4/30 (13%) 0/30 (0%) 
It was expected that teachers would think it is important that their students see themselves as a 
positive part of the larger society (Item 37), but receiving very low ratings were the importance 
of knowing the histories of students’ cultures (only 67% “very important”) and the 
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inconsistencies between mainstream and other cultural systems (76%). Items 40, 45, 46 and 49 
have tendencies toward supporting a class community building competence, whereas Items 37 
and 42 are associated with the critical perspectives competency. This finding suggests a focus 
may be needed so that teachers see the importance of knowledge that pertains to providing 
students with a critical learning experience in which they learn about why they are learning the 
things they learn; but teachers must first view this knowledge as important before they can begin 
to teach with this perspective. Knowing about students’ histories touches upon both critical 
perspectives and the community and cultural knowledge areas. 
Items 43 and 44 both point toward outlooks on how to instruct ethnically diverse 
students. Although these items specifically ask teachers about the importance of doing something 
rather than knowing something, the act of building on students’ experiences or prior linguistic 
knowledge suggests that they know their students’ backgrounds and prior knowledge. The rating 
that these were “very important” was above average for both and rated in a similar range as Item 
16 and 17 above from Table 4.3.1a, suggesting that teachers still view instructional adaptation 
and building on students’ prior knowledge as an important concept in this context. This suggests 
again that because the instruction area of the model is viewed more strongly, perhaps 
professional development be geared at other areas of knowledge. 
Items 45 and 49 specifically refer to gathering knowledge from parents, a strategy that 
relates to class community as it involves interaction with parents of ethnic students. With 26 out 
of 30 teachers considering it to be very important to establish a close partnership with ethnic 
students’ parents and Item 45’s similar rating, there is a trend that teachers see it important to 
have close contact with students’ parents. These results contribute to gaining knowledge that 
leads to class community building competence. 
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Item 46 offers a similar opportunity as Item 24 (see Table 4.3.2b) for teachers to express 
how important it is to distinguish who speaks what in their classes. Earlier in the survey this was 
rated at 73% “Very important” but now the ratings were much higher (about 84%). These ratings 
will be averaged when summarizing data pertaining to parent communication and partnership, 
but this finding shows that contact with parents is viewed differently among teachers, suggesting 
the model may need to account for how this area of knowledge is divided. 
Finally, Item 47 below asks teachers to rate on a scale from 1 to 5 the importance of 
making certain distinctions in their students.  
Table 4.3.3b Results of item 47 
Item 47: On a scale from 1 to 5, with 5 being the most important, please rate in importance of 
knowing about the following individual distinctions about your ethnically diverse students: 
Answer (28 responses) Average Rated Value (1-5 scale) 26 respondents 
Place of birth 3.43 (69%) 
Language background 4.21 (84%) 
Reasons for migration 3.68 (74%) 
Pronunciation of names and naming systems 4.39 (88%) 
 
Places of birth and reasons for migration point to knowledge needed regarding students’ 
communities and cultures, and were rated lower than the other two options. Language 
backgrounds and pronunciation of names and naming systems pertain to communication 
knowledge needed, and in fact were rated more closely to the higher end. 
The various items in this section pertained to a variety of concepts within critical 
perspectives and community and cultural knowledge. The latter area of the knowledge model 
was rated in terms of the concepts in knowing about students’ birthplaces, reasons for migration, 
gathering input from parents, and being able to distinguish backgrounds of students. All three of 
these concepts reached no more than 80% “very important,” which suggests more attention be 
based on these aspects of students lives as particularly benficial to teaching. Also needing more 
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importance is the area of critical perspectives, as the majority of teachers did not view 
knowledge about cultural inconsistencies to be very important. Finally, the items pertaining to 
instructional knowledge were those that implied action on the teachers’ part – building on 
experiences and building on linguistic knowledge. Out of those two, building on experiences was 
rated higher, suggesting a that language and communication knowledge is an area of knowledge 
needing more focus as to how one might structure teaching to use students’ home languages or 
prior linguistic knowledge and for teachers to see how this benefits students.  
4.3.4 Communities and cultural context: Items 56-67 
For the next group of fixed option items, participants were shown this message: 
“Students’ communities & cultural contexts - 12 questions, about 10 minutes.” The questions in 
this section pertained to many aspects in critical perspectives knowledge area of the culturally 
relevant teaching model. The fixed choice items from this section of the questionnaire reported 
here are Items 56, 59, 60, 61, 62, 63, and 65.  
 Item 56 differs from the other rated items for importance because it is dichotomous. The 
following table reports the results of the rated items in this section.  
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Table 4.3.4a Results item 56, 59, 60, 61, and 62 
Item 
# 
Knowledge concept being 
chosen dichotomously for 
importance 
Yes (It is important) No (It is not 
important) 
Item 
56 
Influence of society’s 
cultural values on ethnic 
students’ learning 
27/29 (93%) 2/29 (7%) 
 
Item 
# 
Knowledge concept 
being rated for 
importance 
Very 
important/Very 
necessary 
Neither important nor 
unimportant/Somewhat 
necessary 
Not 
important/Not 
necessary 
Item 
59 
Cultural conflicts 22/28 (79%) 6/28 (21%) 0/28 (0%) 
Item 
60 
Current events 26/28 (93%) 2/28 (7%) 0/28 (0%) 
Item 
61 
Stereotypes 20/28 (71%) 8/28 (29%) 0/28 (0%) 
Item 
62 
Awareness of personal 
bias 
25/28 (89%) 3/28 (11%) 0/28 (0%) 
 
The items in Table 4.3.4a address three very specific knowledge areas in critical perspectives. 
Knowing about stereotypes associated with various ethnic groups was rated much lower than the 
others, followed by knowing about conflicts that exist among cultures. These low ratings are 
similar to Item 42 on knowing about the inconsistencies between mainstream and other cultures, 
which received 76% in “very important.” Lower ratings in items within critical perspectives may 
suggest need for more attention in understanding how culture, power, and education influence 
each other. It seems most teachers are concerned with knowing the current events around the 
world, but maybe less accustomed to thinking about the importance of cultural inconsistencies 
and stereotypes in our society as they impact teaching, the two areas that received the lowest 
ratings in the section. 
Item 58 is grouped below with Items 63 and 65 because it asked teachers to select the 
options of knowledge they feel is needed to make teaching compatible with sociocultural 
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contexts of their ethnically diverse students, and also allowed them to elaborate on their choices 
open-endedly. Most of the areas rated in Item 63 and Item 65 contribute to teachers’ perception 
of importance of class community-building knowledge. The following two tables report the 
responses for Items 58, 63, and 65.  
Table 4.3.4c Results of item 58, 63, and 65 
Item Knowledge area needed for teaching Response 
58a Student's family life 22/27 (81%) 
58b Home culture schooling values 25/27 (93%) 
58c Student's cultural practices 25/27 (93%) 
58other 
Other/s 
• past education 
• Job and children/siblings 
• Language Acquisition and supports that can be set up 
within the classroom for higher engagement with more 
interaction 
• I would need to know if they couldn't see or hear 
4/27 (15%) 
 
Item Knowledge concept Average Rated Value (1-5 scale) 26 respondents 
Item 63a Family life at home 3.96 (79%) 
Item 63b Schooling system of the home culture 3.42 (68%) 
Item 63c Family cultural practices 3.88 (78%) 
Item 63d Community in which students live 3.88 (78%) 
Item 63e Parents' expectations and cultural beliefs about their child's education 4.20 (84%) 
Item 65a Cultural values 4.19 (84%) 
Item 65b Learning styles 4.35 (87%) 
Item 65c Historical achievements 3.19 (64%) 
 
Among the areas rated lower in importance were historical achievements, schooling systems 
of the home culture, family cultural practices, and communities in which students live. These are 
all knowledge concepts surrounding students’ backgrounds that contribute to being able to build 
class community and modify instruction, but gained very specifically through involvement with 
students’ communities and families, and perhaps through research. Strategies for gaining the 
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knowledge will be analyzed in teachers’ open-ended answers later in this chapter, and discussed 
in Chapter 5 in conjunction with professional development needs and implications. 
4.3.5 Teacher self-awareness: Items 68, 69, and 70 
The following group of items was shown to participants with the heading, “General 
cultural knowledge & student success - 3 items, under 1 minute.” The group very specifically 
pertained to knowledge in teacher reflection and self-awareness, part of the culturally relevant 
teaching model that can be understood as activating the other areas. Teacher’s answers to the 
following items specifically address research question 3 regarding how teachers view their 
knowledge base in light of ethnically diverse students’ hindered success. Items reported in this 
section are Items 68, 69, and 70. 
Item 68 asks teachers to rate how knowledgeable they feel teachers should be about 
students’ home cultures. Results are reported in Table 4.3.5a: 
 
Table 4.3.5a Results of item 68 
Ite
m # 
Knowledge 
concept being 
rated  
Extremely 
knowledgea
ble 
Very 
knowledgea
ble 
Moderately 
knowledgea
ble 
Slightly 
knowledgea
ble 
Not at all 
knowledgea
ble 
Ite
m 
68 
Knowledgeabil
ity of cultures 
4/28 (14%) 16/28 (57%) 8/28 (29%) 0/28 (0%) 0/28 (0%) 
 
All responses fell under the categories of moderately to extremely knowledgeable, most falling 
in the middle, “very knowledgeable,” pointing out that teachers might have a self-reflective 
sense of at least the amount of information they should know in regards to students’ backgrounds 
and cultures. 
 Item 69 below asks teachers to rate the importance of reflecting on cultural relationships 
and experiences. See Table 4.3.5b: 
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Table 4.3.5b Results of item 69 
Item 
# 
Knowledge concept 
being rated for 
importance 
Very 
important/Very 
necessary 
Neither important nor 
unimportant/Somewhat 
necessary 
Not 
important/Not 
necessary 
Item 
69 
To reflect on cultural 
relationships and 
experiences 
26/27 (96%) 1/27 (4%) 0/27 (0%) 
 
Most teachers found it very important to reflect on their intercultural relationships and 
experiences, emulating the values found in Ladson-Billings (1995) and Ruggiano Schmidt and 
Lazar (2011). This suggests teachers might take seriously their interactions with people of other 
cultures and with experiences that might connect them more to their students. Whether they 
understand the impact of this type of reflection on their teaching is still unknown, but teachers 
responded positively to the idea of reflection. 
 The last item of the teachers’ self-awareness section asks teachers to select barriers they 
feel to hinder ethnically diverse students’ success. The options range from top-down factors 
(e.g., pressure to teach to a test, state assessment) to contextual factors (e.g., lack of parental 
support, high mobility of students in the class).  
Table 4.3.5c Results of item 70 
Item # Concept selected as barrier to ethnic students’ success Response 
70a Problematic instructional time scheduling 11/28 (39%) 
70b Pressure to teach to a test 18/28 (64%) 
70c State assessment 17/28 (61%) 
70d Low student retention 2/28 (7%) 
70e Teacher’s lack of knowledge in student’s home culture 10/28 (36%) 
70f Teacher’s lack of knowledge in student’s home language 10/28 (36%) 
70g Lack of parental support 13/28 (46%) 
70h Discontinuity between school and home 15/28 (54%) 
70i Limited student skill 10/28 (36%) 
70j High mobility of students in the class 18/28 (64%) 
70k Limited resources 15/28 (54%) 
70a Other 4/28 (14%) 
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The top chosen barriers were pressure to teach to a test, high mobility of students in the class, 
and state assessment. Following these are discontinuity between school and home, limited 
resources, and lack of parental support. Finally, teachers’ lack of knowledge in students’ home 
culture and language, problematic instructional time scheduling, and limited student skill were 
on the lower end but still received about 36% response rate. Viewing this data in a ranked way 
suggests that teachers do not consider one’s own knowledge limitations in culture or language to 
contribute to academic barriers.  
 Together, the three items about teachers’ self-awareness suggest teachers largely agreed 
that to be reflective and knowledgeable about cultures was important, but that the knowledge 
does not necessarily do much for students’ academic achievement. Teachers view the ability to 
have cultural knowledge and self-reflection differently; perhaps teachers have other reasons for 
why it is important to be knowledgeable and reflective about cultural experiences, unrelated to 
student achievement.  
4.3.6 Summary of fixed-choice items for importance 
The fixed-choice items on the questionnaire in this study were used to see how important 
teachers rated various concepts in each area of the culturally relevant teaching model described 
in Chapter 2. Because the survey flow did not group the items together in the categories, this 
section brings the appropriate items together according to each knowledge area, and importance 
scores are shown based on teachers’ ratings of “very important”. 
 The table below summarizes the concepts from the language and communication area of 
the model. The concepts are listed from least to greatest in terms of how teachers rated them as 
“very important.” The lowest ranked concepts, receiving below 80% in importance ratings, were, 
knowing the names of students’ languages (for example, knowing that Sara speaks Somali, Jin 
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speaks Chinese, José speaks Spanish, and Sam speaks Tigrinya), knowing students’ linguistic 
practices (for example, the way their first language is pronounced, the way their first language is 
written, if they already write in this language, etc.), students’ code-mixing practices, and 
language study in general.  
Table 4.3.6a Ranked importance of language and communication concepts 
Item Communication and Language concepts  Importance 
score 
29 Language study in general 31% 
34 Students’ code-mixing practices 42% 
32 Students’ linguistic practices 50% 
24 Names of students’ languages 73% 
33 Students’ literacy practices 81% 
47b Students’ language background 84% 
47d Pronunciation of names and naming systems 88% 
27 Students’ body language 91% 
28 Students’ cultural communicative norms 91% 
25 Students’ discourse habits 94% 
Average: 73% 
 
The total importance score for the language and communication area of the model was 
based on all all the concepts combined and averaged, which was 73%. In comparison to the other 
areas, this was the area with the lowest rated importance. This finding suggests that a closer look 
into language and communication knowledge for teachers is needed, especially in the concepts 
regarding language use and other aspects of students’ languages as drawn upon in teaching 
practices. These importance analyses will be discussed further in the next chapter. 
The next table shows the concepts from above that referenced a key point about 
instruction for students of ethnically diverse backgrounds and languages.  
 89 
Table 4.3.6b Ranked importance of instruction concepts 
Item Knowledge area Importance 
score 
44  To build on linguistic knowledge 83% 
17 To adapt teaching to learning styles 87% 
43 To build on experiences & prior knowledge 89% 
16 To adapt teaching based on new information 92% 
Average: 88% 
 
The interesting aspect about the teaching concept ranking is that one of the lower rated concepts 
is building on linguistic knowledge, but it is still at least above 83%. Compared to the 
knowledge-based item in the previous table, teachers rated knowing about students’ linguistic 
practices as much lower (50%). Seeing as that the knowledge concepts in the instruction section 
are connected to the strategies that build students’ skills or adapt teaching based on students’ 
backgrounds, it is surprising that Teachers who rated the above strategy as very important did not 
also rate its corresponding area of knowledge as important. This finding may be interpreted as 
teachers saying, saying, “it’s important to build on students’ prior knowledge and experiences, 
but it is not important for me to know about them.” These are the kinds of connections and 
interpretations that will be made in the next chapter, especially bringing together the familiarity 
that teachers expressed toward the knowledge areas. 
The third table below brings together the culture and community area’s concepts in order 
from the least to greatest rated importance. Receiving very low importance were knowing about 
historical achievements, students’ cultural histories, knowing students’ birthplaces, reasons for 
migration, family cultural practices, and about the communities where students live. 
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Table 4.3.6c Ranked importance of culture and community concepts 
Item Knowledge area Importance 
score 
65c Historical achievements 64% 
40 Students’ cultural histories 67% 
47a Students’ birthplaces 69% 
47c Reasons for migration 74% 
63c Family cultural practices 78% 
63d Community in which students live 78% 
46 To distinguish students’ backgrounds from one another 80% 
58a, 63a Students’ family life 80% 
58b, 63b Home culture schooling values, Schooling system of home 
culture 
81% 
63e Parents’ expectations and cultural beliefs 84% 
65a Cultural values 84% 
45, 49 ethnic students’ parents’ input on academics, partnership with 
parents 
86% 
65b Learning styles 87% 
58c Student’s cultural practices 93% 
19 Student background 95% 
Average: 80% 
 
On average however, because of a range of concepts in the culture and community knowledge 
area, teachers rated this area as 80% very important. The higher rated concepts to know about 
were student background in general, and students’ cultural practices. This was surprising because 
if student backgrounds and cultural practices are important to know, why were their cultural 
histories and family cultural practices rated much lower? Chapter 5 will continue with 
implications of these findings. 
The final table displays the average rated importance for final area of the model, with 
concepts listed from least important to most important according to teachers. On the lower end of 
rated importance were knowing about stereotypes about cultures, cultural inconsistencies, and 
cultural conflicts.  
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Table 4.3.6d Ranked importance of critical perspectives concepts 
Item Knowledge area Importance score 
61 Stereotypes 71% 
42 Cultural inconsistencies 76% 
59 Cultural conflicts 79% 
56 Influence of society’s cultural values on ethnic students’ 
learning 
93% 
60 Current events 93% 
37 Seeing students succeed in larger society 100% 
Average: 85% 
 
This table indicates that the knowledge area of critical perspectives received an average 
importance of 85% rated by teachers. Interesting from the breakdown of concepts within critical 
perspectives is that, similar to the interpretation offered in the previous knowledge area’s 
importance, teachers saw that it was important to see students succeed in the larger society, but 
perhaps are unsure that part of helping students succeed in society is knowing about stereotypes 
and cultural inconsistencies so that teachers, along with students, can combat the societal 
dilemmas that they face.  
 More interesting in this section was a look at the rated concepts of knowledge in each 
knowledge area in the way that they were ranked. Unique implications were made when 
comparing the lowest rated concepts with the highest rated concepts for teacher knowledge. 
Besides these interesting findings that will later be discussed, it was found that overall, teachers 
rated critical perspectives as the most important area in the teaching model, followed by culture 
and community, followed by instruction, and finally language and communication. This suggests 
in general that critical perspectives has been perceived as a very important area in teaching, but 
that perhaps more importance be placed on language and communication. Combining these 
findings about perceived importance of concepts in culturally relevant teaching with how 
familiar teachers are with the knowledge areas will provide a unique set of data for interpreting.  
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4.4 Open-ended Questionnaire items 
The 19 open-ended items on the questionnaire provided an opportunity for teachers to 
write more about their thoughts regarding various issues in multicultural teaching. This section 
reports the responses to the open-ended items in the order in which they appear in the online 
questionnaire, although these were interspersed among the fixed choice items reported above. 
The six scenario items that occurred near the end of each section of the survey are also reported 
here. All open-ended items were probed for concepts that teachers mentioned relating to each 
category of the culturally relevant teaching model. These mentions and explanations of 
knowledge concepts contribute to teachers’ overall familiarity with the concepts and knowledge 
suggested by literature to be important to reaching cross-cultural students in the classroom.  
4.4.1 Instruction: Items 20-21 
The first three open-ended items of the questionnaire pertained to instruction. Item 20 asked 
teachers about their perceived needs, Item 21 asks teachers what how they craft new ways to 
respond to culturally diverse students’ needs despite the core curriculum, and Item 23 was a 
scenario by which teachers could explain their true or hypothetical instructional reactions toward 
a particular situation. Responses to these three items together helps lead to an understanding of 
how familiar teachers are with culturally relevant instructional knowledge areas.  
4.4.1.1 Item 20: Needs for teaching and culture 
Teachers gave various answers to Item 20 because it was very unstructured. Table 4.4.1.1a 
divides each response into the four culturally relevant teaching knowledge categories identified 
in the model and lists them as types of knowledge. Although intended to produce responses that 
indicate familiarity with instructional knowledge, Item 20 revealed data that indicated teachers’ 
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familiarity with concepts they felt they needed in order to teach ELLs. Each area mentioned has 
been marked with the number of times that area was mentioned in the response to Item 20. 
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Table 4.4.1.1a Results of item 20 
Concepts mentioned in Item 20 as needs in each area of culturally 
relevant teaching model. 
# of 
mentions 
Communication knowledge  
1. Language spoken at home 1 
Instruction knowledge  
1. Academic skill levels 1 
2. Know class as a whole  1 
3. Know the student 111 
4. Level of English 1 
5. Creativity 1 
6. Inquiry-based learning 1 
7. Project-based learning 1 
8. Strategies for presenting information 1 
9. More strategies 1 
10. Research in adapting instruction 1 
11. Constant adjustment to students 1 
12. IB model 1 
13. Resources appropriate for students 1 
14. Curriculum guide crafted to meet language acquisition needs along 
with content 
1 
15. SIOP model 1 
16. Guided practice 1 
17. Modeling 1 
Community and cultural knowledge  
1. Students’ backgrounds 1111 
2. Students’ academic experiences 1 
3. Cultural practices 11 
4. Home visits 1 
5. Communication with students and families 1 
Critical perspectives knowledge  
1. How culture affects learning/Understand impact of culture on 
curriculum 
11 
2. Appreciation for cultures 1 
Other   
1. Time 1 
2. Collaboration time 1 
3. Collaboration time with ELL teachers 11 
4. Time to research 1 
5. Time to plan/prepare 1111 
6. Time to implement 1 
7. Collaboration time with outreach workers 1 
8. More support 11 
9. A good ELL department 1 
10. Associates of ethnic origins 1 
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Table 4.4.1.1a (continued) 
11. More training 1 
12. Professional development 1 
13. More technology 1 
14. Teachers’ content knowledge 1 
  
To illustrate the various ways that teachers answered Item 20, original responses are brought 
forth. Although Item 20 showed a preference for teachers in the knowledge area of instructional 
strategies, responses also showed a combination of concepts that referenced other areas of the 
model, indicating a more well-balanced outlook from these teachers, and for others who 
exclusively referenced only one concept or one area of the model, more attention may be needed 
to bring balance to their view of what is needed in order to reach students through culturally 
relevant teaching. For example, a preference for language and communication knowledge as well 
as community and cultural knowledge was referenced by Teacher 36: 
Background information on the students. Level of English language. Language spoken at 
home. Cultural practices IE: how they show respect etc. 
 
- Teacher 36 
 
Teacher 36 was one who mentioned a variety of concepts based in areas of the culturally relevant 
teaching categories to show her familiarity with them. Likewise, Teacher 3 lists questions that 
illustrate her awareness of several concepts about knowledge she wants about her students: 
 
More information about students' backgrounds and cultures.  What were their schools 
like?  How did they learn?  How do they expect to learn?  This is much harder with 
younger students and those who have had limited or no prior schooling because they do 
not have school schema or metacognition (thinking about their own thinking and 
learning). 
 
- Teacher 3  
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Teacher 3’s answer shows that she is familiar with the fact that knowing the answers to questions 
about students’ schooling backgrounds and cultures helps to make a connection to them 
academically. Her comments also show a preference for the culture and community knowledge 
area of the model. In contrast, teachers answered Item 20 with what to do in the classroom, 
showing their awareness of instructional knowledge. A response in regards to instructional needs 
is exemplified by Teacher 2:  
Release the English, unless it is an English assessment.  Do more inquiry and project 
based learning while assigning English vocabulary to the new experiences. 
 
- Teacher 2 
 
Teacher 2 shows her familiarity with several instructional concepts – inquiry and project based 
learning and assigning English vocabulary to new experiences. So, illustrated above are various 
responses to show the different ways teachers felt their needs to make culture and learning fit 
together. The unstructured nature of Item 20 allowed for this kind of breakdown. In addition, a 
large majority of responses fell under new themes. Teacher 16 gives an example of needing time: 
More time to research, plan and prepare.  Every staff member has their ELL endorsement at 
my school or is just finishing up. Even though I know best practices and the research behind 
it, there is not enough time to follow through on everything. 
 
- Teacher 16 
 
This classroom teacher not only expresses her need for more time, but in doing so also describes 
what professional development has done for her. Teachers largely pointed to needs for 
instructional strategies, and needs for support, time, collaboration, or other resources, but 
because these concepts are not connected specifically to any area in the culturally relevant 
teaching model, they will be presented later as new themes that inform practice and professional 
development. Table 4.4.1.1b shows the total types and tokens of concepts mentioned, in their 
respective categories of the culturally relevant teaching model: 
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Table 4.4.1.1b Item 20 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication & language 1 1 
Instruction 17 19 
Culture & Community 5 9 
Critical Perspectives 2 3 
Total needs mentioned 25 32 
Other – new themes 14 19 
 
Most teachers responded to Item 20 with needs about instructional strategies. Those who referred 
to other categories in the model showed their familiarity for having knowledge in those areas. 
Knowledge about students’ languages or communication and culture and community were not 
largely mentioned in teachers’ answers to Item 20, perhaps foreshadowing a pattern of greater 
familiarity with instructional knowledge among teachers in this context. Teachers’ large number 
of references for needs not related to culturally relevant teaching knowledge suggests that the 
model created from Chapter 2 will need revision to reflect the concerns and needs perceived by 
teachers. 
4.4.1.2 Item 21: Crafted ways of responding to diverse learning needs 
Item 21 was also intended to bring forth instructional knowledge about strategies. Twenty-
seven types of instructional strategies were mentioned by teachers in response to Item 21. 
Interestingly, they were almost all exclusively different from one another. Teachers’ elaboration 
on their ideas about the various instructional strategies they were familiar with for meeting 
diverse learning needs suggests not only a strong familiarity with the instruction knowledge area 
of the culturally relevant teaching model, but also that perhaps collaborative efforts would 
benefit teaching staffs. Table 4.4.1.2a displays the abbreviated responses categorized under the 
knowledge areas of the culturally relevant teaching model.  
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Table 4.4.1.2a Results of item 21 
Crafted ways of responding to diverse learning needs  # of mentions 
Communication  
Extra copies for manipulating things on paper - features of language 1 
Instruction  
Teach core in a way that works for students 1 
Sheltered instruction 1 
Supplement texts that are relevant and capturing to students 1 
Students translate for teacher 1 
Student pairings 1 
Read aloud 1 
Use outside materials 1 
Word attack - a self-assist technique 1 
Vocab study 1 
Group tests 1 
Use of notes on tests 1 
Individual teacher-student time 1 
Take students where they are at, and move them to the next level 1 
Model things for students 1 
Project-based learning 1 
Leveled groups since they all have different abilities 11 
More tangible items 1 
SIOP  1 
Provide visuals 11111111111 
Enrichment 1 
Scaffolding 1 
Accommodate due to understanding the student’s level and abilities 1 
Frayer model 1 
Modify materials 111 
Increased help time for newcomers to learn basics 1 
Rephrasing 11 
Create new materials 1 
Community and Culture  
Learn about different cultures in order to use examples in class 1 
Find out past education experiences or lack thereof in order to build or 
supplement, respectively 
1 
Tie students' backgrounds into curriculum 1 
Use knowledge of cultural needs to meet academic needs 1 
Represent cultures  1 
Critical Perspectives  
Acknowledge cultural bias in the curriculum and explain to students 1 
Culturally non-relevant  
Lowered expectations 1 
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Similar to Item 20, teachers referenced the various areas in the model, but for Item 21, teachers 
were more detailed about what they do, showing familiarity for many more concepts than just 
one. For example, Teacher 4 references language and communication knowledge for drawing 
connections to academic English in her strategies for responding to diverse needs: 
I would say the biggest change is the use of visuals and the use of more tangible items.  I 
use pictures on all my posters and use more models and illustrations when working on 
story problems. I do find that when working with new comers I spend a lot more time 
working on basic vocabulary (colors, numbers, prepositions, and pronouns).  During 
reading groups I have copies of the text so the students can highlight words, punctuation, 
plurals etc. 
 
- Teacher 4 
 
Many responses to Item 21 looked similar to this; lists were given in terms of the various actions 
teachers took or would take to respond. An example of a teacher who also ties in cultural 
background knowledge into her strategies is Teacher 6, showing familiarity with community and 
cultural knowledge. Teacher 6 built class community through her awareness of this culturally 
relevant teaching competency: 
I am constantly tying in my students' unique backgrounds in to the curriculum.  I often 
address standards by using supplemental texts I find on my own, that I know will truly 
capture my students' attention, make sense to them, as well as provide a connection to 
their own lives.  This is necessary for learning to take place, in my opinion. 
 
- Teacher 6 
 
Like Teacher 3, Teacher 6 also referenced her familiarity of more than one concept in various 
categories of the model. Finally, Teacher 15 was the only one to reference a concept in critical 
perspectives knowledge: 
Acknowledge that the core has cultural bias and work to explain to my students. 
 
- Teacher 15 
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Teacher 15 has pinpointed a concept in critical perspectives knowledge as he comments on the 
way he crafts ways to respond to diverse learning needs. These kinds of references indicate that 
teachers may or may not prefer certain areas of knowledge, but the item as a whole gathered 41 
mentions of concepts related to instructional knowledge. Total types and tokens are summarized 
in Table 4.4.1.2b below: 
Table 4.4.1.2b Item 21 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  1 1 
Instruction 27 41 
Community and Culture 5 5 
Critical Perspectives 1 1 
Total modifications mentioned 34 48 
Culturally non-relevant 1 1 
 
Item 21 was helpful in gathering teachers’ thoughts regarding how they craft ways of 
responding to diverse learning needs, to which most responded with instructional strategies. 
These combined to make a large list of 27 instructional concepts, further suggesting that teachers 
connected instructional knowledge to their way of responding to students’ needs.  
To sum up the two open-ended items from the section shown to participants on the 
questionnaire about ways they respond to ethnic students’ learning needs, it is clear that the 
teachers surveyed are familiar with culturally relevant instructional knowledge; they commented 
heavily that they should need to know about students’ cultures and unique backgrounds in order 
to connect the new knowledge. A long list of adapted practices was compiled by combining all 
responses to the items that pertained to instruction knowledge. Detailed accounts were given 
about how teachers have provided opportunities for students to expand on their prior through 
student sharing, exploring as a class the connections between new content and background 
knowledge, and class discussions. In addition to instructional strategies mentioned, few teachers 
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gave reference to the other three areas of the model, showing preference for those areas as means 
for what they need or use to connect to students. Besides a need for collaboration for teachers to 
address the large variety of instructional strategies mentioned, there may be need for professional 
development that focuses more in language and communication knowledge, culture and 
community knowledge, and critical perspectives knowledge to show teachers how to utilize these 
areas of knowledge in their teaching. The next portions of open-ended items, however, will show 
more data about how teachers elaborated about the areas of knowledge; more balance in the 
other areas may result as the items were structured to allow teachers the chance to highlight their 
familiarity in each culturally relevant knowledge area. The scenario items reported later in this 
section give ample opportunity for teachers to mention the instructional strategies and knowledge 
they use, and the interviews also contained a question about adapted methods too, generating 
similar data as the questionnaire scenarios and open-ended items about classroom-adjusted 
practices that will be reported later in this chapter to further help describe the teachers’ 
familiarity with instructional knowledge. 
4.4.2 Communication items 26, 30, and 31 
 The data reported in this section cover three items that more particularly allowed for 
teachers to express their familiarity with language and communication knowledge. The concepts 
mentioned in the following three items were added together and also analyzed for patterns that 
teachers showed toward this area of knowledge. Suggestions about the meaning of their 
responses will be foreshadowed for Chapter 5.  
4.4.2.1 Item 26: Perceived reasons for knowing discourse habits 
Item 26 intended to uncover teachers’ familiarity with a concept in language and 
communication knowledge – that of discourse habits, along with their reasons for why it may or 
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may not be important, which would allow for more to be shared and familiarity revealed in other 
areas of the model. Teachers were expected to give reasons why discourse habits were important 
to know, and a largely positive response came from teachers on this topic.  
Teachers expressed how knowing about an aspect of student communication affects their 
teaching knowledge in more ways than one. The sheer number of references to other areas of 
culturally relevant teaching illustrated the unique connection between language and 
communication knowledge and other areas of the model. To probe for familiarity of the 
knowledge areas in this item that was specified for communication, table 4.4.2.1a was 
constructed to display each teacher’s responses in the areas of the culturally relevant teaching 
model along with a separate category of responses that indicated culturally non-relevant 
responses. All answers were also given a token in the language and communication category 
since the item was pre-coded for a concept within this them (discourse habits).  
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Table 4.4.2.1a Results of item 26 
Responses to Item 26: Is it important is it to be familiar with the discourse habits of 
ethnically diverse students? Why or why not? 
# of 
mentions 
Knowing about discourse habits leads to better Instruction.  
Impacts instruction 11 
To ensure you are correctly and appropriately meeting their needs 11 
so that teacher can adjust to help them understand content 1 
to make better comparisons with the languages being taught 1 
Helps make lessons real 1 
Knowing about discourse habits leads to better Class Community building.  
to not misinterpret students' ways of showing respect.  1 
to detect frustration and to facilitate positive interactions with other students 1 
to get to know students 1 
give teachers knowledge about interruptions, direct and indirect question-asking 1 
to know how to address students in class and what to expect from them  1 
To not be disrespectful/respect the student 111 
to be able to relate 1 
helpful to know how much and what type of schooling they had 1 
important to know that in some cultures they do not make eye contact, don't use 
plurals etc. 
1 
It helps us all understand how important we each are. 1 
To draw on their experiences to make teaching more relevant to them 1 
Better relationships, better achievement 1 
relaxed environment - Reduces cultural barriers & misconceptions 1 
In order to understand their background and why they view things differently 1 
to connect with student and family 1 
affects behavior in the classroom 1 
to better understand classroom dynamics 1 
trauma seen in the past affects discourse habits 1 
can be understood by the teacher through interacting in community events 1 
help distinguish between cultural or behavioral differences  1 
Knowing about discourse habits leads to better Critical Perspectives.  
Discourse behavior in a new environment affects success in classroom. Society has 
different expectations. 
1 
The cultural differences influence my perceptions of my students and their 
perceptions of me. Knowing this allows for a more productive educational 
environment. 
1 
to know what is acceptable in their culture and connect them to American culture. 1 
Culturally non-relevant  
Focus should be on understanding English reading and speaking 1 
not sure what the question is asking 1 
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There was a variety of ways that teachers understood the question about importance of 
knowing students’ discourse habits, and this also highlighted the ways in which teachers were 
familiar with other areas.  
 Teacher 2 indicated her strong understanding of students’ language and communication 
as connected to their culture. She explained its benefits in a list that flows from one to the next, 
all relating to better connections that can be made with students: 
Understanding the students’ home language will give the teacher clues to be able to 
understand the students’ behaviors or linguistics. Language is a critical element of 
culture. With better understanding comes better relationships, better connections, more 
relaxed environment for the student to learn, thus maximizing student achievement. In 
essence, it reduces cultural barriers and misconceptions. 
 
- Teacher 2 
 
Teacher 2’s response was closely connected to culture and community knowledge, and was 
placed in that particular section and tallied for both communication and culture and community. 
Teacher 4 also alludes to her awareness of other concepts within the language and 
communication knowledge area, that of eye contact and linguistic features: 
I think it is helpful to know how much schooling they had, what type of schooling they 
had.  One of my students came from a refugee camp where at the age of 11 she was the 
teacher.  They used a stick in the dirt to write their letters.   It is also important to know 
that in some cultures they do not make eye contact, don't use plurals etc. 
- Teacher 4 
 
These examples highlight some of the fullest responses to Item 26 on knowing about students’ 
discourse habits and indicate their familiarity with not only a concept in language and 
communication, but concepts in culture and community as well, in their references to other 
aspects of the students’ backgrounds. Most responses did not contain this level of detail, but still 
pointed to other knowledge areas, as shown in table 4.4.2.1a above. One teacher disregarded the 
importance of knowing about students’ discourse habits and re-routed the attention to the 
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importance of keeping the focus on learning English. Below, table 4.4.2.1b displays the 
frequencies of concepts mentioned. 
Table 4.4.2.1b Item 26 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  1 31 
Instruction 5 7 
Community and Culture 20 22 
Critical Perspectives 3 3 
Total concepts mentioned 31 73 
Culturally non-sensitive 2 2 
 
In all, teachers answered Item 26 about discourse habits with familiarity toward this concept in 
language and communication knowledge, which supported the total mentions in this category. 
Teachers were able to relate this language concept with other areas of the model, mainly that of 
culture and community, as shown above. Interesting from the reasons for why discourse habits 
are important to know was that teachers seemed not only to be familiar with discourse habits, but 
pulled this concept into other areas crucial to culturally relevant teaching, especially that of 
knowledge in culture and community. The variety of responses to one sole concept such as 
discourse habits suggests that teachers come with unique and varied ideas about culture and 
language that can fruitfully contribute to a more well-rounded staff. 
4.4.2.2 Item 30: Perceived reasons why or why not to study language 
Similar to how Item 26 on the knowledge of students’ discourse habits for teaching asked for 
teachers to explain why or why not this was important, Item 30 gave teachers the opportunity to 
explain why they thought language study to be necessary or not, another concept in the language 
and communication knowledge area. A reminder that from Item 29, only ten out of 32 teachers 
(31%) answered that they felt it necessary to know or study another language in order to 
successfully connect to multilingual students, whereas 22 said language study was not necessary. 
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Even in Item 30, teachers held wide opinions about the topic of language study. This open-ended 
question allowed them to share more in particular their thoughts behind their choice “yes” or 
“no.” Despite teachers’ “yes” and “no” responses, they continued with responses that seemingly 
contradicted their yes-no answer; in other words, answers contained “but’s” that caused the yes 
and the no to no longer matter, and these were important for gauging teachers’ familiarity with 
other concepts. Table 4.4.2.2a groups teachers’ paraphrased answers into categories that show 
teachers’ preference for a different knowledge area rather than language and communication.   
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Table 4.4.2.2a Results of item 30 
Item 30 Responses: Do you feel that it is necessary to know or study another language or other 
languages in order to successfully connect to multilingual students? Why or why not? 
(Communication) The benefits of studying a 
language leads to… 
Culturally relevant 
teaching area 
# of 
mentions 
Better perspective about multilingual learners Communication 1 
Experience in cultural miscommunication and 
linguistics 
Communication 1 
Tool for breaking down barriers Communication 1 
First-hand understanding of barriers Communication 1 
Understanding about being immersed in a new 
culture & language 
Communication 1 
Patience Communication, Culture & 
Community 
1 
Happy students  Communication, Culture & 
Community 
1 
Relating to students  Communication, Culture & 
Community 
1 
Stronger bonds Communication, Culture & 
Community 
1 
Greater ability to empathize with students learning a 
new language 
Communication, Culture & 
Community 
11111 
Students being more at ease to communicate because 
of your understanding of their language and culture 
Communication, Culture & 
Community 
1 
A more in-depth study of culture, perhaps visit to a 
country 
Communication, Culture & 
Community 
1 
Stronger understanding of language development 
stages 
Communication 1 
Another level of support Communication, Culture & 
Community 
1 
More necessary is:   
Habits of the culture Culture & Community 111 
Understanding how students communicate Communication 1 
Empathy Culture & Community 1 
Education on cultures  Culture & Community 1 
Awareness of language acquisition phases Communication 1 
Awareness of differences  Culture & Community 1 
Interaction with cultural communities Culture & Community 1 
A clear indication that you care  Culture & Community 11 
Helping students in any way Culture & Community 1 
Language study is not necessary because:   
Language background has no effect on ability to 
teach students 
Other  1 
Other ways to communicate with student Other  1 
English is the focus Other  1 
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Table 4.4.2.2a (continued) 
Impossible to know all languages Other  111111 
Use other resources to make connections Other  1 
Everyone has been in situations that are foreign in 
nature. This is enough to relate to students. 
Other  1 
 
The first category contains responses that show familiarity with the benefits of language 
study, adding to the frequencies for concepts in the area of language and communication 
knowledge. Teacher 8’s response is especially representative of one that is familiar with 
language study as beneficial in teaching multilingual students: 
Once you have tried to learn a foreign language you have seen and experienced the 
different barriers that encompass learning and immersing in a new language and culture. 
By experiencing this first hand you will have patience, understanding, and empathy for 
those learning a new language. 
 
- Teacher 8 
 
A comment that shows knowledge about language study suggests that this teacher has either 
studied a language or has seen in a very reflective way the benefits that it has. Responses like 
these were especially key for describing the teachers individually to see others who were also 
more familiar with this area of knowledge. 
The second category contains remarks that contribute to an understanding of teachers’ 
familiarity in language and communication knowledge – these are the teachers who said that 
perhaps language study was not necessary, but probably beneficial, and then they indicated what 
they felt matters more. Among the listed concepts were re-routes to other areas of the model. An 
example of this type of response comes from Teacher 16: 
I do feel it is important (and a big downfall of US education) that we do learn another 
language, however it is not important in terms of connecting with other students because 
this can be done by being aware of their culture and understanding the differences. 
 
- Teacher 16 
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Teacher 16’s answer shows a stronger preference or perhaps familiarity with community and 
cultural knowledge as a means to connect to students rather than knowing or studying a 
language. In other words, Teacher 16 acknowledged the concept of language study, but set it 
aside to focus on the other area in culturally relevant teaching, which is culture and community. 
To account for these kinds of differences in the responses to this item, the top category’s 
responses are all coded with “Language & Communication” in addition to any other area they 
refer to. The second category, on the other hand, was not coded in this way unless a specific 
reference to another concept in this area was made. The table below (Table 4.4.2.2b) summarizes 
all the mentions of concepts, including those that did not fit the model, which will be discussed 
as new themes later in this chapter. 
Table 4.4.2.2b Item 30 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  16 20 
Community and Culture 15 22 
Total concepts mentioned 31 42 
Other – new themes 6 11 
 
Item 30 was intended for teachers to elaborate their familiarity with a specific language 
and communication concept, but revealed that teachers have preferences toward other areas of 
knowledge in the model, and some showed preference toward another concept within language 
and communication knowledge. This was indicated in their re-routes away from the concept of 
language study to focus attention on something they felt was more important. Even though there 
were still 20 mentions of concepts involving language and communication to demonstrate 
familiarity with benefits of language study, teachers mentioned 22 concepts involving 
community and cultural knowledge that were sometimes combined with a language and 
communication concept. This item’s unique results indicate two findings: teachers often prefer 
 110 
other areas of knowledge instead of language and communication knowledge as a way to connect 
to their students, and within the area of language and communication, teachers prefer describing 
students’ languages rather than taking up language study themselves. These findings suggest that 
the culturally relevant teaching model perhaps should reflect a separate category within the 
language and communication knowledge that specifies teachers’ preferences between the various 
concepts, suggesting more focus be made in the area with the least preference, which, according 
to Item 30, teacher language study. The model also would need to show an increase in the area of 
culture and community knowledge if teachers continue to point to more familiarity in this area 
rather than others. 
4.4.2.3  Item 31: Amount of linguistic knowledge necessary for teaching  
Item 31 intended to uncover teachers’ familiarity with how much language knowledge about 
their students they felt was needed as a way to connect better with them; it allowed for them to 
mention concepts in language and communication knowledge. Again, within teachers’ reasons 
for the type and amount of language study they felt to be necessary were references of other 
areas in the model. Table 4.4.2.3a shows the comments abbreviated and isolated in order to place 
them in each category. Especially important for understanding data from Item 31 is that most 
teachers specified an amount they felt was necessary, explained why, and then pointed to other 
areas of knowledge that they preferred. 
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Table 4.4.2.3a Results of item 31 
Responses to Item 31: How much linguistic knowledge about ethnic languages 
do you feel is necessary in order to successfully teach multilingual students in 
your classroom? Please explain. For example, "only the basic grammar rules of a 
second language" or "the greetings and small phrases of two or three other 
languages." 
Code 
# of 
mentions 
Communication & language   
Language study in general 1 
small phrases 1111111 
some 111 
basic everyday life communication in an ethnic language 1 
greetings 111111111 
negative words 1 
welcoming phrases 1 
basic level 1 
basics about languages – how the language works 1 
groups of languages 1 
Culture  1 
customs 1 
key traits of speakers 1 
syntax 1 
Knowing characteristics of the writing in ethnic languages 1 
know that languages are different from English 1 
grammar 111 
For English teachers, know about grammar of other languages 1 
Culture & Community  
for better facilitation of cultural interaction 1 
for connecting to families 1 
show understanding and kindness so students understand concepts 1 
Culture  1 
Customs  1 
Show understanding and kindness to help students understand concepts 1 
Critical perspectives  
For students to know a full understanding of an ethnic language. 1 
Other  
none to very little 1111 
Keep the focus on reading English 1 
Too many languages 11 
Class is in English 1 
 
The responses from this item in terms of familiarity with concepts in the language and 
communication area of the model were characterized by a teachers’ preference for one or the 
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other, such as those who felt language knowledge to connect better to students and families for 
cultural affective reasons. To illustrate examples of how teachers expressed their familiarity with 
language knowledge that was broken into two concepts, Teacher 3 showed her preference for 
knowing about languages, as she directed her response away from the speaking aspect: 
I think it's important to know basics about languages or groups of languages. Even if I 
don't know words or phrases in those languages, I think it's important to know how that 
language "works" and maybe some key traits of speakers of that language.  For example, 
I don't need to know lots of words in another language, but it is helpful to know if it is 
written right to left or left to right.  It is also important to know a little bit about how 
grammar and syntax of other languages works because that is often where my students 
have difficulties.  Do they put adjectives before or after nouns? Do verbs come at the 
beginning or the end?  How are questions formed? 
 
- Teacher 3 
 
In her response, Teacher 3 shows familiarity with knowledge about students’ languages, but 
perhaps less familiarity with the benefit of being able to speak it. In contrast, Teacher 20 
expresses familiarity with being able to communicate in a language as a teacher: 
I think that it is important to be able to communicate on a basic level in order to facilitate 
cultural interaction.  
 
- Teacher 20 
 
Teacher 20 showed more familiarity with knowing how to use language knowledge as a teacher, 
and connected it to some aspect of community and cultural competency. In this way, Teacher 20 
demonstrated familiarity with two areas of the model. Finally, Teacher 22 also connects the 
concepts of the ability to communicate in an ethnic language with a strong sense of community 
and cultural familiarity: 
I would like to know a few welcoming, necessary phrases to show the families that I care 
and am trying. 
 
- Teacher 22 
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To be noted here but reported later is that, similar to the previous item, many answers were 
halted by the daunting fact that there are too many languages to learn. These responses were 
characterized by the challenging context of so many languages in the classroom. These were 
categorized in as “other” and presented later as new themes to keep in mind for a more intricate 
way of viewing the model that takes into account a realistic context. Below is a summary of the 
mentions in the areas of language and communication, and culture and community. 
Table 4.4.2.3b Item 31 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  20 36 
Community and Culture 6 6 
Critical Perspectives 1 1 
Total concepts mentioned 25 43 
Other  4 8 
 
To sum up, Item 31 provided an opportunity for teachers to express how much language or 
linguistic characteristics they felt they should know as a teacher in order to uncover more about 
their familiarity with language and communication knowledge. More than half of the teachers 
who responded to this item indicated familiarity with this language concept by also referencing 
another area of the model – that of culture and community. Another interesting finding is that 
teachers sometimes showed their preference toward either knowing some language themselves or 
to know about how students’ languages function – both concepts important to culturally relevant 
teaching. The data here suggests that the areas in the model are interconnected, and that due to 
the preferences that teachers seem to have in regards to the types of concepts in language and 
communication, this context of teachers point to interesting implications for professional 
development.  
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Teachers’ answers for the three language and communication knowledge oriented items 
above indicate teachers’ thoughts behind what types of knowledge they prefer when talking 
about the topic of connecting to students. They showed their familiarity with the concepts of 
language and communication such as discourse habits, integrating their understanding of 
language use with students’ cultures and identities. Their familiarity of language and 
communication was often re-directed toward community and cultural knowledge, especially on 
the topic of language study; however, even with a preference toward cultural knowledge over 
language study in general, teachers also largely felt that knowing a few phrases in students’ 
languages was beneficial for connecting to their students affectively in the classroom, and as a 
way to connect with families.  
Also important to the above section is that teachers also described dilemmas of language 
and communication knowledge that halted their ability to see the benefits of this area of 
knowledge; these types of comments were mostly found in those items pertaining to the concept 
of general language study. Many of them offered other ways they felt communication could be 
established with students, the impossibility of learning all languages, the use of other resources 
to make connections. The uncomfortable feelings toward this area of knowledge may indicate a 
need for professional development to address language and communication knowledge in a way 
that helps teachers see past the fears they described in this study. These findings also suggest that 
the model of separate areas of knowledge may need to reflect a blending of the two areas of 
language and communication and culture and community, to reflect teachers’ reasoning behind 
knowing some language of their students as ways to value them as students. 
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4.4.3 Class culture and community: Items 38, 39 
 The two open-ended items that appeared in this section of the questionnaire appeared to 
participants along with three scenario items to choose from which all allowed teachers to express 
their familiarity with culture and community knowledge as a way to build their class 
communities. Items 38 and 39 in particular asked teachers to describe the ways that teachers 
celebrate diversity in the classroom and in the school. Teachers not only mentioned concepts 
within this knowledge area of the model but also alluded to critical perspectives, which showed 
their awareness in multiple areas. All concepts were counted to contribute to the overall 
frequencies. These are further analyzed in Chapter 5 with implications toward professional 
development. 
4.4.3.1 Item 38 Descriptions of ways diversity is celebrated in classrooms 
Twenty-four teachers entered text to share the ways they celebrate diversity in the 
classroom. Item 39 in the fixed-choice section indicated that 27 out of 31 teachers responded 
“yes.” The item intended to uncover teachers’ awareness of class community knowledge by 
allowing them to share the ways in which they value the students’ backgrounds. Teachers 
revealed in their answers that they celebrate diversity in a number of ways, but almost all ideas 
were uniquely different from each other. Most answers fell under the culture and community 
knowledge area, but many teachers also pointed to language and communication as a way to 
value diversity, and yet others who saw the question in a way that allowed them to demonstrate 
their familiar with knowledge in critical perspectives.  
Of course, there were teachers who listed a number of ways they celebrated diversity in 
their classroom that touched upon various knowledge areas of the model, like Teacher 10: 
 116 
Holidays, share language for same words, how many ways can we count to 10?, books 
with diverse characters, share family stories and culture, as English gets better share 
stories about their birth land 
 
- Teacher 10  
 
This teacher shows familiarity of not only culture and community knowledge, but also in 
language and communication knowledge. This teacher’s answer suggests a well-balanced 
familiarity in the knowledge areas of the culturally relevant teaching model, which was reflected 
in this teacher’s individual head count of concepts mentioned.  Teachers’ responses to this item 
were fairly straightforward, and can be seen in Table 4.4.3.1 through the breakdown of concepts 
mentioned within each category: 
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Table 4.4.3.1a Results of item 38 
Item 38: Classroom diversity celebrations # of mentions 
Language & Communication  
share language for same words 1 
Share phrases in home languages 1 
culture expressions 1 
science words are in their native language 1 
how many ways can to count to 10 1 
Instruction  
read books about different cultures 1 
native musical instruments in sound unit 1 
making comparisons with classwork and the students' heritages 11 
Culture & Community  
classroom is decorated in flags  11 
students create something creative to display in the classroom, which has 
allowed them to take ownership 
1 
Celebrate students’ holidays 1111 
having students bring in artifacts and photos 1 
introductions for new students include languages spoken and homeland 1 
facilitate communication between students of different cultures 1 
celebrate each child 1 
compliment students on cultural accomplishments/ holidays 1 
have students share about their cultures 1111 
signs 1 
cultural artifacts in the room 1 
cultural dance unit 1 
share family stories and culture 1111 
share traditional clothing 1 
Critical Perspectives  
discuss differences and preferences from different cultures  1 
Current events 1 
Sponsor programs that celebrate diversity including those with special needs 1 
research ways of doing something compared to a different culture 1 
acceptance of differences is worked on and celebrated on a near daily basis 1 
discuss all aspects of diversity with a positive and educational attitude 1 
use diverse books and materials 1 
through customs, news, fads  1 
IB units incorporate global issues 1 
books with diverse characters 1 
celebrate everyone’s differences including my own 1 
 
Even though most answers feel under culture and community knowledge as expected, teachers’ 
responses to this item also revealed a large amount of familiarity in critical perspectives, and 
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each concept was only mentioned once. This suggests that perhaps in the critical perspectives 
area of knowledge, teachers might benefit in collaborating with each other on how they convey 
the critical aspect of learning and culture in their classrooms. Concepts mentioned in the area of 
culture and community were indeed more present here (14 types in all), and certain concepts 
were seconded by various other teachers including celebrating holidays represented in the 
classroom, having students share about their cultures, and having students share about their 
families’ stories (which are very similar concepts).  
 
Table 4.4.3.1b Item 38 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Language & Communication 5 5 
Instruction 3 4 
Culture & Community 14 24 
Critical Perspectives 10 10 
Total concepts mentioned 32 43 
 
Altogether, teachers’ descriptions of the ways in which they celebrate diversity in class 
ranged from active sharing and discussions about culture and holidays to also passive 
characteristics like the way teachers had their rooms decorated with artifacts, signs, and flags. 
Because of the variety of ways mentioned, and the interesting breakdown of how teachers 
referenced the various areas of the model, the data from this item indicate that teachers may 
prefer one type of knowledge over the other when they consider the celebration of diversity; in 
this case, the total mentions of each teacher individually will be beneficial for analyzing further 
about what teachers mentioned concepts from each category, which will be reported later.  
4.4.3.2 Item 39: Descriptions of ways diversity is celebrated school-wide 
Twenty-four teachers also described ways in which their schools celebrated diversity. 
Important in the way that the responses were categorized is that because teachers’ answers 
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represent their schools, the breakdown of concepts are more a team-constructed list of what 
teachers do as a staff to celebrate diversity. So, the overlap of concepts does not necessarily 
mean that teachers need to collaborate in order to find out what others are doing; rather, 
collaboration may be suggested based on how a few teachers elaborated their responses or 
commented on the effectiveness of the ways the school celebrated diversity. In other words, most 
teachers stated what their school does for celebrating diversity, but some teachers expressed their 
opinions about those school-wide practices. Before noting the abbreviated responses in Table 
4.4.3.2a, ELL Teacher 6 in particular spoke about her school’s diversity celebrations with her 
desire to move to a higher level of diversity awareness: 
We are an IB school, which means that we truly strive for a school that promotes 
diversity. We have a Diversity Assembly which celebrates our students, but I think this is 
a rather cliché way of integrating the minority cultures. I wish it were celebrated more on 
a daily basis, and not JUST in the ELL classroom. After all, we are the most diverse 
school in Iowa. 
 
- Teacher 6 
 
The unique perspective that Teacher 6 indicated in her comment shows an awareness for critical 
perspectives and class community knowledge as she alluded to how her own class does better 
than the assemblies to help minority students feel validated. Her response is not duplicated by the 
other teachers, but rather comments on the response that was most duplicated – diversity 
assemblies. The following table lists what other teachers said in response to Item 38: 
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Table 4.4.3.2a Results of item 39  
School-wide diversity celebrations # of 
mentions 
Language & Communication  
Language B classes of Chinese and Spanish are offered 1 
Multiple languages posted 11 
posters and bulletin boards with different languages 1 
encourage students and their parents to keep their first language 1 
Culture & Community  
encourage students to talk about their home countries  1 
diversity assembly in which students from other countries put on show celebrating 
their customs, dances, songs, etc. 
111111111 
diversity celebration every year 1 
flags from all of the countries our students represent hanging in lunchroom 11 
diversity week 11 
teacher-created diversity kits with things that they would be familiar with in their 
culture 
1 
study a country and its culture each year. 1 
Nothing formal, appreciation for the different languages and cultures represented 1 
cultural fair 11 
culture day 1 
ethnic lunches 1 
field trips to watch cultural performances  1 
Celebrate holidays 1 
Critical Perspectives  
Diversity assemblies as a cliché way of integrating the minority cultures 1 
diversity shows and classes 1 
Global citizenship committee 1 
promotional materials 1 
SPIRIT committee 1 
IB units emphasis international awareness 1 
diversity group that meets and discusses issues of the student population and 
possible solutions and ways to get all students involved in and feeling like a part 
of the school environment 
1 
talent show 1 
Other   
I’m not sure what other teachers do but there is a large ELL program 1 
representation on Homecoming Court/Prom Court 1 
We have 30 different language spoken at our school 11 
 
Of important note here is how teachers understood the concept of celebrating diversity; 
responses categorized under “other” consisted mainly of the remarks that described the diverse 
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context rather than ways that they have promoted the acceptance of these various cultures; for 
example, representation of ethnic students on prom court, the fact that there are various 
languages spoken at the school, and the fact that there is an ELL program at the school. These 
responses suggest that there is a degree of familiarity among teachers in their understanding of 
critical perspectives and community and cultural knowledge concepts. The most mentions fell 
under culture and community, with 13 types of diversity celebrations noted. Critical perspectives 
was highly represented in this item as well, which included comments referring to committees 
that exist in schools to promote involvement of all students so that newcomers more comfortably 
connect to their new environment. Table 4.4.3.2b below shows the total types and tokens 
displayed above: 
Table 4.4.3.2b Item 39 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Language & Communication 4 5 
Culture & Community 13 24 
Critical Perspectives 8 8 
Total concepts mentioned 25 37 
Other 3 3 
 
In all, the list represents school-wide efforts by the teachers in all five schools about what their 
schools do to celebrate diversity; all mentions show practices that point to acceptance of cultures 
that enter the schools. The school-wide effort makes this a unique item, as it did not ask teachers 
about what they do in their classroom. The breakdown of knowledge areas that were covered 
suggest that teachers may benefit from professional development that discusses in a collaborative 
way the concept of diversity and what it means to truly promote it and celebrate students, as 
teachers represent various viewpoints about the rationale behind diversity celebration and 
varying levels of understanding the concept. 
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 Items 38 and 39 together establish how teachers celebrate their students’ differences, 
pointing to familiarity in culture and community knowledge for the most part, followed by 
unique ways that many teachers have incorporated diversity as a means to teach with critical 
perspectives. Familiarity in culture and community knowledge was especially noted, which has 
shown teachers in this group of schools understand the value that students’ backgrounds have in 
connection with their learning, suggesting perhaps that this area of the model is especially 
abundant for the teachers of this context. The unique comments made to evaluate the efforts of 
the school in celebrating diversity suggest that professional collaboration may be needed in order 
to identify goals for celebrating diversity that also cover the other areas of the model in the types 
of activities schools do. 
4.4.4 Critical perspectives: Items 41, 48, 57, and 64 
 This section of the questionnaire included four more open-ended items, two of which 
pertain more to critical perspectives, and two that allowed teachers to respond quite openly with 
more ways they let students utilize prior knowledge and express their felt needs in regards to 
knowledge for creating a successful classroom culture – the latter two items were expected to 
elicit responses about teachers’ strategies that contained concepts in critical perspectives or 
perhaps combining instruction and language knowledge. With ample opportunities to mention 
concepts that cover all the areas of knowledge, teachers responded to the following four items 
with a unique variety of ideas.  
4.4.4.1 Item 41 Familiarity of critical perspectives concept: mainstream cultural ideals 
Twenty-three participants responded to the item asking how they defined the concept of 
mainstream cultural ideals. The item intended to gauge familiarity with the concept, because an 
understanding of what cultural ideals are and having an idea about which ones are mainstream 
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goes a long way in a diverse context of teaching with critical perspectives. Because the 
knowledge area of critical perspectives is one that requires a reflective sense of culture and 
oneself as situated in larger contexts, it was expected that teachers might be less familiar with the 
concept considering teachers’ general monolingualism and not having had the need to question 
or reflect on their own culture as less-represented. Similarly, this item garnered perhaps the most 
“I don’t know” answers, which were grouped as culturally non-relevant in order to be consistent 
with literature that says knowing about this concept is important. Besides these, the breakdown 
of responses was categorized into strong understandings of the concept and other understandings 
of the concept. Little was done to modify or abbreviate teachers’ responses in this item so that 
the diversity of understanding of cultural mainstream ideals could be displayed in Table 4.4.4.1a. 
On the strong side of the spectrum, Teacher 3 and Teacher 7 not only showed their 
familiarity with the concept, but related it back to the goal of teaching it to students too: 
The beliefs, values, and attitudes which are most common in society and generally 
speaking, what people need to be familiar with in order to function well in a given society 
and culture. 
- Teacher 3 
 
I would explain it so they would know about them, but not push them on them. 
- Teacher 7 
 
Other strong understandings of cultural mainstream ideals were demonstrated in the first 
category of Table 4.4.4.1a below. They each varied slightly from one another and contained 
unique remarks about the different ways teachers understood the concept in regards to their 
teaching. 
Teachers in the second category, “different understandings of Critical Perspectives 
concept,” expressed views that, after analyzed, the difference can be seen between teachers 
holding stronger understanding of critical perspectives knowledge and those who are still at a 
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level of familiarity with diversity and cross-cultural relationships in society that is perhaps lower 
than those who answered consistently with previous literature. The following quotes illustrate 
different ways that teachers understood mainstream cultural ideals: 
Table 4.4.4.1a Results of item 41 
Response to Item 41: definitions of mainstream cultural ideals # of 
mentions 
Strong understanding of Critical Perspectives concept  
Cultural norms for middle class white Americans. I think this is changing, but still I 
think it is the mainstream cultural ideals.  
1 
The beliefs, values, and attitudes which are most common in society and generally 
speaking, what people need to be familiar with in order to function well in a given 
society and culture. 
1 
Mainstream would be the culture of the community in which the school is located. 1 
I would describe this as the ideals that one who is part of the regular mainstream 
part of education would be a part of and how they view diverse cultures. (The 
general ed. students) 
1 
I would explain it so they would know about them, but not push them on them. 1 
The ideals of the dominant culture, in this country it is white European ideals 1 
What the majority represents 1 
Generally practiced cultural norms of a larger society 1 
White dominated in Iowa 1 
North American unwritten rules of behavior, expectations, and values imposed on 
people 
1 
Including diverse cultural ideals in all areas of the general education classrooms 1 
Different understandings of Critical Perspectives concept  
As ever changing. Mainstream is no longer "mainstream" 1 
Christmas, Easter, Thanksgiving, get new stuff,  1 
All cultures taught in my class???????? 1 
Learn to accept cultural differences 1 
a mixing of diverse cultural ideals in order to make a blending of cultures.  1 
What people think 1 
I don't. Mainstream is what you make it 1 
Average American understands about culture 1 
Culturally non-relevant  
One idea that everyone must have 1 
Not sure 111 
 
Many responses in the second category represented the teachers who believed that mainstream 
ideals are changed because of so many cultures coming together in one place. Although this is an 
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optimistic view of society or education for culturally diverse people and students, the question 
intended a response that showed the teacher to also understand how there still do exist 
mainstream ideals that dominate other cultural ideals, no matter how blended a population 
becomes. The familiarity summary for this item is shown below in Table 4.4.4.1b: 
 
Table 4.4.4.1b Item 41 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Critical Perspectives 11 11 
Total concepts mentioned 11 11 
Other 8 8 
Culturally non-relevant 2 4 
 
The summary for Item 41 indicates that 11 teachers were familiar with this concept of critical 
perspectives, whereas the other eight remarks demonstrated other understandings of the concept 
from Table 4.4.4.1a. Especially when including the culturally non-relevant total mentions, these 
data suggest a need in professional development that addresses the meaning of cultural 
mainstream ideals in order for a more well-rounded familiarity of critical perspectives to be 
gained for teachers who expressed views in the second category. 
4.4.4.2 Item 48: Descriptions of how teachers let students utilize prior knowledge 
Item 48 was asked in order to uncover how teachers have given students the opportunity to 
utilize their prior knowledge. The majority of teachers responded with how they have allowed 
their students to share their backgrounds in discussions or in writing, suggesting more awareness 
may be needed in instructional strategies for then taking the new knowledge of students and truly 
allowing utilization of this knowledge in the classroom. Many also said that they try making 
connections to things done in students' cultures, but did not mention how. Although all responses 
were very useful ways for teachers and other classmates to find out about each other, it seems 
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teachers are in need of the next level of familiarity in this area of integrating instruction with 
prior knowledge of students. The level of familiarity with the instructional strategy of connecting 
to prior knowledge is most familiar to the teachers in the third section of Table 4.4.4.2a below. 
It was useful to illustrate with teachers’ quotes each category that represented the various 
levels of familiarity in the area of allowing students to utilize their prior knowledge. Teacher 20 
indicates a basic sharing of experiences from students’ cultures, but did not further describe ways 
in which students could then utilize this information in an academic way. 
I encourage them to communicate their cultural heritage through describing holidays, foods, 
experiences, family structure, and the beauty of all of these. 
 
- Teacher 20 
 
Teacher 20’s response represented many others who mentioned that they have students share 
their cultural heritage, a strategy that points more toward culture and community rather than 
instruction. For this reason, these responses were placed under the culture and community 
knowledge area of the model. To illustrate a comment that brought in discussion as a strategy for 
bringing in students’ prior knowledge was Teacher 13. Responses of this nature demonstrated 
more direction toward better familiarity of ways in which students might utilize knowledge, as 
discussions can be geared toward this goal. 
When discussing various themes in history or new vocabulary we connect it to their prior 
experiences 
 
- Teacher 13 
 
Teachers with similar responses to Teacher 13’s have been categorized under both instruction 
and culture and community, according to Table 4.4.4.2a. Finally, Teacher 6 is among those who 
made more informed descriptions of their rationale behind how students learn an academic 
concept through an instructional strategy that utilized their prior knowledge. These responses not 
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only fulfilled the knowledge area of culture and community, but also in instruction, unlike the 
previous two of responses. 
When we learned about Challenges and Choices, I had my students write a narrative 
about a challenge they fared in their lives, and how the overcame it. This really allowed 
the students to more fully understand the concept, and connect it with their own unique 
experiences. 
 
- Teacher 6 
 
The table below is a breakdown of the cut and abbreviated concepts that teachers mentioned 
throughout this item’s responses. Notice the number of areas in the model covered by each 
response, which was key in identifying levels of familiarity with the concept of utilizing prior 
knowledge.  
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Table 4.4.4.2a Results of item 48 
Actions taken for Item 48: Do you give ethnically diverse students opportunities to 
utilize their prior knowledge and experiences to better understand and connect new 
knowledge? If so, what is an example of what you have done? 
# of 
mentions 
Have students share   
Share about past in order to connect to topic or 
concept of study 
Culture & Community 1 
Share things from homeland Culture & Community 1 
Map share for where everyone is from. Culture & Community 1 
Students share, make connections between cultures Culture & Community 1 
Sharing experiences Culture & Community 1 
Share about cultural heritage Culture & Community 1 
Sharing through poetry Culture & Community 1 
Share how math is done in homeland Culture & Community 1 
Share native dance Culture & Community 1 
Pair share, groupings, teamwork Culture & Community 1 
Have class discussion  
discuss similarities from home cultures Instruction, Culture & 
Community 
1 
Discussion about home countries with visuals Instruction, Culture & 
Community 
11 
Technology discussion and how they used it in their 
culture 
Instruction, Culture & 
Community 
1 
Discussions about what their own communities were 
like 
Instruction, Culture & 
Community 
1 
Discussions Instruction 1 
Have students explore connections between new content and background 6 
Connect background knowledge. Share orally. Share 
in writing. 
Instruction, Culture & 
Community 
1 
Write about experiences related to a new concept or 
topic.  
Instruction, Culture & 
Community 
1 
Connect new themes and vocab to prior experiences Instruction, Culture & 
Community, Language & 
Communication 
1 
Connect theme or concept to homeland Instruction, Culture & 
Community 
11 
Use visuals that represent students' countries, items 
they use at home, tie these in to new knowledge 
Instruction, Culture & 
Community 
1 
Teaching cognates. Spanish is easier. Instruction, Language & 
Communication 
1 
Drawing similarities between sound systems of 
languages, or parts of speech 
Instruction, Language & 
Communication 
1 
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The frequencies of types of strategies in this item as seen in Table 4.4.4b indicate that 
teachers were familiar with concepts in instruction and culture and community, but at various 
levels: a more beginning level described teachers who allow students to share their backgrounds, 
corresponding to the culture and community knowledge area of the model. A more familiar 
response described teachers who tied this knowledge to the concept by using a unique 
instructional strategy. 
Table 4.4.4.2b Item 48 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  2 2 
Instruction 12 12 
Community and Culture 17 20 
Total concepts mentioned 47 52 
 
The total number of concepts listed was 47, and these were only overlapped by 5. 
Important for the research from this item is the fact that again, a variety of strategies for 
instruction are known, and these strategies in particular combine with other areas of the model. 
Because teachers vary so much in the types of sharing exercises, discussions, and ways to 
connect previous knowledge to new knowledge, it may be useful for them to collaborate about 
these. Item 48 also suggests that professional development be geared toward how teachers might 
fuse community and cultural knowledge with other areas of the model, especially that of 
instructional strategies, to truly allow students to utilize their prior knowledge rather than simply 
sharing the knowledge for class community purposes.  
4.4.4.3 Item 57 Perceived reasons about cultural influence on learning 
A similar breakdown exists for Item 57, as from the item regarding mainstream cultural 
ideals. The table of responses (Table 4.4.4.3a) is broken down into categories of those who had 
strong understandings of the cultural bias on learning and those who had other ideas or who had 
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re-routed their response. This item very much uncovered teachers’ degree of familiarity with a 
concept in critical perspectives by allowing them to describe why they may or may not believe 
that culture influences teaching and learning. Despite which category teachers’ responses fell 
under, teachers gave information that also claimed something about their teaching practice and 
further allowed for examination of their culturally relevant teaching knowledge base.  
To illustrate an example of a response that shows a strong familiarity with critical 
perspectives, Teacher 3 talked about helping students understand America and its culture, and 
mentioned how important it is for students to know why something is important and how it 
relates to them: 
Content and the way I teach definitely would have an effect on a student's receptivity to 
learning. For any content, any subject, it's important for students to know WHY it is 
important to learn and how it relates to them.  Even though American history may not be part 
of their past ethnic culture, it is still important for them to learn now because now they are 
living in America and need to understand about this country as well.  
- Teacher 3  
 
Other unique responses showed teachers’ outlooks on critical perspectives, particularly 
Teacher 6’s. Teacher 6 was the first to bring up a point about how multilingual students feel 
among mainstream-education students. She drew the similarity between mainstream students and 
society’s culture and then focuses her comment back to herself as a teacher. Her understanding 
of critical perspectives was grounded in her ability to empower her students as people with a 
voice and personality rather than people that exist only on the margins: 
If I taught in a close-minded way, I would obviously hinder my students' learning.  Often, my 
students feel belittled by mainstream regular-ed students. However, my classroom is an 
environment where they feel most at ease, and able to be themselves. If one were to observe 
my ELL students in a general education classroom, they would surely see my students quiet, 
and shy. So yes, a teacher's cultural values as well as society's GREATLY impact my 
students' learning. 
 
- Teacher 6 
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Teacher 6 refers to her teaching as open-minded, which was her way of describing how she has 
successfully validated her students in the classroom, and contrasted this with other classroom 
teachers who have not taught with critical perspectives, and thus have kept ELL students without 
a voice. Finally, to illustrate another comment is useful for this section of critical perspectives to 
show how various teachers’ strong awareness of  understanding of critical perspectives were in 
this group of teachers surveyed. Teacher 8 demonstrates her familiarity with critical perspectives 
as it highly relates to self-awareness and reflection when teaching ethnically diverse students: 
How I was raised, educated and the community I was surrounded by has an impact on my 
actions, wording, and what I believe might be behavior or academic norms. 
Understanding and continuously researching and immersing myself in new cultures 
allows me to be open minded and just "open" with new cultures and what comes with 
that. 
 
- Teacher 8  
 
Clear from Teacher 8’s response is a unique position that is crucial for critical perspectives, one 
that many teachers did not express in their answers. This finding suggests that there are many 
levels when it comes to understanding the depth of the critical perspectives knowledge area, and 
that professional development may need to address it with more emphasis. Table 4.4.4.3a below 
displays the rest of teachers’ responses to Item 57: 
Table 4.4.4.3a Results of item 57  
Responses to Item 57: Do you believe that society's cultural values as well as 
your own culture have an influence on ethnic students' learning in your 
classroom? In other words, do the content you teach and/or the way you teach it 
have an effect on a student's receptivity to learning? Why or why not? Please 
explain. 
 
Strong understanding of bias on learning # of 
mentions 
Students should know why something is important and how it relates to them 1111 
Teaching close-mindedly hinders ethnic students’ learning and belittles them; 
teaching with an open mind puts students at ease. Cultural values of the teacher 
greatly impacts their learning 
1 
continuously researching and immersing oneself in new cultures allows for open-
mindedness  
1 
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by acknowledging cultural influence on learning one can make moves to 
redesign teaching 
11 
Table 4.4.4.3a (continued)  
Our education is a product of our culture 1 
Ideals show through personality 1 
we need to put bias aside and maintain high expectations for all students 1 
it is hard to connect with all students using the same methods and constructs 1 
Society’s many biases hinder students  1 
things taught in American schools are out of sync with other cultures 11 
Other ideas about bias on learning   
Students pick up on body language, nonlinguistic cues, and intonation. You can't 
always be neutral about everything. 
1 
Language is culture and culture is language 1 
I teach my values and I am a role model for my students; my values are not 
necessarily their family values but they are society’s values and if they are going 
to thrive in this society they need to learn the cultural values 
1 
Students are often conflicted with wanting to go to school and wanting to help 
their families by working. 
1 
Cultural influence on learning is true for all students, not just English language 
learners 
1 
All students’ receptivity to learning is affected by many things. We try to do the 
best we can 
1 
English language is what it is.  It's the same for everyone to learn. 1 
 
The summary for the familiarity of the various areas of knowledge for Item 57 are in Table 
4.4.4.3b below. Those who gave responses in sync with the concept of understanding cultural 
influence on learning were categorized in critical perspectives, and other responses were placed 
in “other.”  
Table 4.4.4.3b Item 57 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Critical Perspectives  10 15 
Total concepts mentioned 10 15 
Other 7 7 
 
Findings from Item 57 indicated that there was still a varied understanding of a critical 
perspectives concept, that of cultural influence on learning. Teachers who were familiar with the 
concept demonstrated this by expressing their understanding of how cultural values of a teacher 
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impacts how students behave and learn in class, or how they have helped students to see the 
importance of what they are learning, or some aspect of helping students understand why they are 
learning something. Because of the close numbers of those who fell under category one and two 
– familiar and unfamiliar, respectively – the findings suggest that the model reflect for these 
teachers that critical perspectives is perhaps an area needing more attention. 
4.4.4.4 Item 64 Perceived knowledge needs for successful classroom culture 
Nineteen teachers entered text to share the knowledge they felt they needed in order to 
cultivate a classroom culture that implies success for ethnically diverse students. Item 64 
intended to uncover ideas about teachers’ felt needs for how they might better create a classroom 
community for academic success; in other words, the item was geared to trigger teachers’ 
familiarity with concepts from any knowledge area. In this way, the unstructured item 
encouraged very open-ended responses, and answers varied based on how specific teachers 
described the knowledge. Table 4.4.4.4a reports each answer below: 
 134 
Table 4.4.4.4a Results of item 64 
Responses to item 64: What knowledge do you think is needed in order to 
cultivate a classroom culture that implies success for your ethnically diverse 
students? 
# of mentions 
Instruction  
Include examples from their culture. 1 
content knowledge 1 
Keep everyone involved.  1 
Providing scaffolds to help students succeed. 1 
Ask them to share stories. 1 
Allowing time for misunderstandings and change  1 
Community & culture  
Build relationships of all.  Teacher/student   student/student  
administration/student  administration/teacher   
11  
through understanding comes a mutual respect. 1 
Ethnic background 1 
Research  1 
know how much and what kind of education they had in their home country 1 
Previously learned skills 1 
As much as you can gather 11 
be visible in their community 1 
attend cultural events 1 
drive students to school concerts 1 
home visits 1 
understanding as much as possible about the students' family 1 
understanding of their culture  11 
a caring environment filled with understanding and patience. 11 
Critical perspectives  
an appreciation that cultures can be very different around the world. 1 
Asking and answering honest and open - but appropriate questions. 1 
An overall understanding of how culture affects learning  1 
high expectations for all students 11 
Give students time to acclimate to our country and school and support them 
through the journey 1 
Other  
If they can see and hear me that is pretty much all I need. 1 
Reading, writing, speaking and listening. 1 
 
Although many teachers responded to Item 64 with knowledge, some also mentioned how 
they expect to gain the knowledge needed. For example, Teacher 11 described that her 
 135 
knowledge is gained through community involvement including cultural events, home visits, and 
driving students to school concerts.  
The various sections of the model were mentioned as needs, indicating teachers were familiar 
with needing knowledge in those areas. For example, Teacher 1 mentioned that one should have 
appreciation for cultural differences, which falls under critical perspectives. To further describe 
the ways teachers responded differently, Teacher 13 quantified the knowledge rather than 
identifying the type of knowledge by stating, “as much as possible.”  
Because Item 64 was similar to Item 20 due to its reference for asking teachers about what 
knowledge they need, it was expected that results would be similar; however, Item 20 contained 
25 types of needs, most of which fell into the instruction area of knowledge, whereas Item 64 
had 25 concepts mentioned, most of which fell into the culture and community knowledge area 
(see Table 4.4.1.1b and 4.4.4.4b). A new focus on community and cultural knowledge resulted 
by the time teachers reached Item 64 in the questionnaire. In essence, teachers had greater 
opportunity to express familiarity in each knowledge area. 
Table 4.4.4.4b Item 64 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Instruction 6 6 
Community and Culture 14 18 
Critical Perspectives 5 6 
Total concepts mentioned 25 30 
Other 2 2 
 
The findings from Item 64 suggest that teachers are familiar with not only student 
background knowledge as means for building a successful classroom environment, but also with 
ways in which to gather this knowledge. Due to the unique preferences toward certain areas of 
the knowledge model that teachers express when responding to items that ask about what 
knowledge they feel they need in order to accomplish something in class, it may be interesting 
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for this study to apply the culturally relevant teaching model to each teachers’ answers for a 
sense of their strengths and weaknesses in order to determine what they need to focus on to 
become a more balanced teacher for culturally diverse students. 
Together, the above four items appeared in the questionnaire under the same section 
because they made references to many aspects of teaching that refer to a critical awareness of 
culture and teaching. However, they were very different in the way they gathered responses. 
Items 41 and 57 specifically contributed to teachers’ familiarity with two concepts in critical 
perspectives, and indicated teachers are split with their degrees of awareness of the concepts. 
This suggests perhaps more professional development attention needs put toward teachers seeing 
the value of teaching with critical perspectives. Items 48 and 64 taken together indicated that 
teachers showed familiarity with community and cultural concepts as a way to increase the 
success of a classroom environment, but more ways of understanding how to fuse this concept 
with dynamic instructional strategies may need focus in regards to professional practice. 
4.4.5 Scenario items 
 
The scenario items on the questionnaire provided data on teachers’ familiarity toward 
various knowledge areas as they responded to various realistic and challenging dilemmas 
involving ethnic students’ situations. All scenario items were probed for familiarity in each 
knowledge area, but Scenario 1 was particularly geared toward instruction, Scenario 2 was 
particularly geared toward language and communication, and Scenario 6 was particularly geared 
toward critical perspectives. Scenarios 3, 4, and 5 were optional and were geared particularly 
toward culture and community. Below, Table 4.4.5a reports the numbers of teachers who have 
and have not experienced each scenario. 
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Table 4.4.5a Results for scenario items 22, 35, 50, 52, 54, and 66 
Item  Scenario described I have been in this 
situation or a similar one 
before. 
I have never been in this 
situation. 
Item 
22 
Below grade level student 30/38 (79%) 8/38 (21%) 
Item 
35 
Code-mixing in class 31/33 (94%) 2/33 (6%) 
Item 
50 
Withdrawn, crying, and 
homesick student 
6/27 (22%) 21/27 (78%) 
Item 
52 
Poor attendance student 19/26 (73%) 7/26 (27%) 
Item 
54 
Disorganized student with 
no home support 
21/26 (81%) 5/26 (19%) 
Item 
66 
Balancing biased cultural 
textbook 
5/28 (18%) 23/28 (82%) 
 
Experienced by most teachers was Scenario 2 on code-mixing in class, followed by Scenario 5 
on a disorganized student with no home support. This indicates that perhaps these scenarios 
happen often in the context of these schools. Also largely experienced were Scenarios 1 and 4, 
having a student enter the class very below grade level, and having a student with very poor 
attendance due to family matters. Teachers finally indicated less familiarity with Scenarios 3 and 
6, withdrawn, homesick and crying student, and balancing a biased cultural textbook. To keep in 
mind, the open-ended answers in this section does not necessarily reflect what teachers did, but 
many answers were hypothetical, especially in the case of Scenarios 3 and 6 since these were 
less experienced by teachers. The data for the following scenarios indicate that teachers have a 
variety of ways they respond to situations involving challenges they face with teaching students 
of different cultures, pointing to the areas of the model that may need more attention. Each 
scenario’s results will be reported in detail. 
4.4.5.1 Item 23: Scenario 1 (below grade level student) 
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Item 23 was the first scenario item on the questionnaire and aimed to uncover the ways 
teachers have modified course content or instruction in order to meet the academic needs of a 
students who was below grade level. Ability to modify or adapt materials with new strategies is a 
key skill in culturally relevant teaching that acknowledges ethnic students’ various learning 
styles that contrast with those of US mainstream students.  
A total of thirty teachers entered text for Item 23, the first scenario item about how to 
modify instruction for an ethnic student who is far below academic grade level. Of the thirty 
different responses, there were 25 types of strategies mentioned among 50 tokens of the same 
references. The most mentions fell under the general category of “use revised materials,” which 
included modified assignments, supplemental work, using different resources, using grade level 
reading materials, and more. Other strategies with repeats were using visuals and more one-on-
one time with the teacher. Besides those and a few others, all other teachers expressed varying 
instructional practices ranging from very specific strategies to general approaches. Some in 
particular referenced critical perspectives in their attempt to reach the student described in the 
scenario. 
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Table 4.4.5.1a Results of item 23 (scenario 1) 
Reactions and instructional modification to Scenario 1: One of your ELL 
students in your class has had interruptions in her schooling in her home country, 
and due to these interruptions, her skills in your subject or class are three levels 
below grade level. How might you modify your course content or instruction to 
meet the needs of the student in the above situation? 
# of 
mentions 
Instruction (strategies) Total: 33 
Provide extra help 1 
Visuals 5 
Graphic organizers 2 
slow speaking 1 
Kagan strategies 1 
Instruction at language level of student 1 
split up the day with grade level and instructional level 1 
More time on vocabulary 1 
One-on-one with teacher 4 
Use revised materials 10 
• Modified assignments  
• Supplement work  
• Use different resources  
• Grade-level reading materials  
• Assignment scaling  
• Use preschool and kinder materials to build background knowledge & 
readiness skills 
 
Form groups 6 
• Small groups with teacher  
• Intervention groups  
• Native-language pairs  
• ELL support groups  
Instruction (approaches) Total: 17 
Teach curriculum at the level the students are at or slightly above 1 
Determine level 1 
Meet only the basic expectations of the course 1 
Identify from curriculum the essentials to the objectives 1 
Whole-brain teaching  1 
Scaffolded content 3 
Project-based learning 1 
IB model and adapt it to students 1 
Inquiry approach 1 
Differentiation 1 
Design cycle 1 
Special needs class - already adapted to performance levels 1 
Class culture and community Total: 3 
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Table 4.4.5.1a (continued) 
Work with parents to fill gaps 1 
Make sure student has friends 1 
Make it more fun 1 
Empathy 1 
Work with parents 1 
Critical Perspectives  Total: 4 
Build necessary background skills 2 
Build academic skills 1 
Build hygiene skills 1 
Build adaptability skills 1 
Build society skills 1 
New Themes  Total: 6 
Work with outside staff 4 
• Support staff  
• Tutoring with an outreach worker  
• Work with ELL teacher  
• Have student work with ELL tutors  
ELL department helps fill the gaps 1 
Collaborate with ELL teachers to adjust materials 1 
Culturally unresponsive answers Total: 5 
Why slow down for a couple students? 1 
 
Item 23 (Scenario 1) uncovered the ways that teachers responded or would respond to the very 
realistic situation of a student who enters the educational system. Expected in responses to this 
scenario were ways that teachers themselves have modified their teaching to respond to a student 
like this, but six responses pointed to outside staff to work with the student. These responses 
were grouped into the new themes category, as this type of answer did not relate to the model. 
Most of the responses consisted of a listing of instructional strategies, similar to this comment 
from Teacher 39: 
Find material at her reading level, more visual aids, speak slowly. 
 
- Teacher 39 
 
Teacher 39’s comment indicates familiarity with instructional knowledge, but some teachers also 
referred to critical perspectives in their answers. To illustrate this contrast in the types of answers 
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to the first scenario, Teacher 6 shows very keen familiarity in students’ backgrounds that allow 
her to understand their need for cultural knowledge in addition to content.  
I would say about 99% of my students fit the above description. Our ELL population is 
made up of refugees, meaning that they ALL have had their schooling interrupted, or 
have been part of nontraditional education like refugee camps. I modify my course 
content by incorporating skills that are essential to be a good learner. Much of my class is 
not just reading, writing, listening, and speaking, but also incorporates topics like 
hygiene, life skills, rules in our society, etc. An ELL teacher's job extends FAR beyond 
just classroom content. 
 
- Teacher 6 
 
Also important in the analysis of this item was to group the culturally unresponsive 
answers into a separate category. Teacher 32 expresses the challenge, but with little familiarity of 
culturally relevant concepts to overcome it: 
It's tough, because the majority of the class is up to speed.  Seems counter-productive to 
slow down for a couple of students. 
 
- Teacher 32 
The unique responses to Item 23, a scenario about a below grade level student who has had 
interruptions in his or her schooling, mainly referenced instructional strategies or approaches, 
indicating strong familiarity with this area of the model; however, because of this, and the fact 
that a number of new themes surfaced in response to this scenario, the other areas of the model 
may need more attention. Table 4.4.5.1b displays the total types and tokens of concepts 
mentioned according to their category in the culturally relevant teaching model.  
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Table 4.4.5.1b Item 23 (scenario 1) familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  0 0 
Instruction 23 48 
Community and Culture 5 5 
Critical Perspectives 5 5 
Total modifications mentioned 33 58 
Other – new themes 6 6 
Culturally unresponsive responses 1 1 
 
Instruction knowledge area was highlighted the most in response to helping a student catch up 
with academic level of the class. Few teachers referenced other areas of the model, but those who 
did seemed to express a unique ability to fuse together various strategies that fall under more 
than one knowledge area; this finding suggests that appropriate professional development might 
be to highlight the other areas of the model that are lacking, and help teachers to integrate those 
concepts into their instruction.  
4.4.5.2 Item 36: Scenario 2 (code-mixing in class) 
Item 36 (Scenario 2) was the second scenario item and appeared after many 
communication fixed-choice items. The scenario was meant to uncover the ways that teachers 
react to language being used in the classroom other than English. It was expected that teachers’ 
responses would point to their knowledge base about ethnic languages, and to their knowledge 
about strategies to use students’ languages for conveying knowledge being learned in class. 
Thirty-one teachers out of 33 responded with having been in this type of situation, and twenty-
eight teachers elaborated through text. Table 4.4.5.2a represents a breakdown of how teachers 
responded to the scenario about code-switching in class group time. 
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Table 4.4.5.2a Results of item 36 (scenario 2) 
Reactions and instructional modification to Scenario 2: Your students are 
working together in small groups, and you notice that a group of students are 
switching a lot between English and Spanish (or English and another language). 
What is the number one way you have handled or would handle this situation? 
 
# of 
mentions 
Code-switching is great but:   
not if it's a distraction and everyone is on task Instruction 11111111 
not if the task is supposed to be in English Instruction 111 
not if it makes others feel left out Instruction 111 
practice the language of the class Instruction 1 
not if English is the only common language of the small 
group 
Instruction  111 
Code-switching is great. Reasons why: Language & 
Communication 
111111 
to explain to someone else Language & 
Communication, 
Instruction 
1111111 
for maintaining their native languages Language & 
Communication, 
Instruction 
1 
newcomers to gain confidence  Language & 
Communication, 
Instruction 
1 
to be comfortable in both languages Language & 
Communication, 
Instruction 
1 
it's great for content understanding Language & 
Communication, 
Instruction 
11 
I don't know, or I don't allow it Culturally unresponsive 1 
Emphasize the difference between formal and informal 
language 
Culturally unresponsive 1 
Ask them to speak in English Culturally unresponsive 1 
I don’t know Culturally unresponsive 1 
 
Most teachers responded positively about code-switching in their classrooms, suggesting 
familiarity with a language and communication concept. While this was clear from teachers’ 
responses, many also brought code-switching into their instruction ideas. Category 1 indicates 
the various conditions teachers reported that should be met in order for code-switching to be 
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okay, referring to the code-mixing phenomenon in terms of instruction. Teacher 21 speaks about 
how she monitors code-switching in her classroom: 
“If students are on task and helping each other in their first language and everyone in the 
group can speak both languages then I let it go. If there are some students who don't 
know both languages, then I insist they use English and if they have a question to ask the 
teacher for clarification. If students are clearly not on task, I address it as I would any 
student who is off task in English only. Body language goes a long way in determining 
off task and on task behavior.” 
 
- Teacher 21 
Teacher 21 also brings critical perspectives into her answer by drawing similarities between off-
task students; no matter what language is being spoken in the class, students may be off-task. She 
also speaks toward class community knowledge by demonstrating in her answer a sensitive 
ability to notice students’ body language to determine appropriate behavior. Other conditions 
mentioned were, “if their work is being completed” (Teacher 23) or “if everyone in the group 
understands both languages, I don’t have a problem with it,” (Teacher 24).  
Those teachers who elaborated their responses by explaining the benefits of code-mixing 
in class demonstrated a greater depth of familiarity with student language and communication as 
a bridge to instruction. The second category in Table 4.4.5.2a reflects five benefits of code-
switching that teachers mentioned; in other words, teachers with these codes described how 
code-switching was good for learning. For example, Teacher 16 says: 
I think this is great!  I often ask my students to help translate for newcomers or to explain 
things in their native language to someone who is not able to grasp a particular concept. 
 
- Teacher 16 
 
To also illustrate the feature in category 2 – maintaining native languages – Teacher 7 remarks: 
I believe these students need to keep and practice their native language in order to keep it 
so occasionally using it in small group is fine with me. 
 
- Teacher 7 
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The middle category of responses to code-mixing in class were counted for mentions in not only 
instruction knowledge but also language and communication knowledge because they contain 
increased recognition for understanding in student language use. Six teachers referred to code-
mixing as great, but did not list any more remarks. These cases were recognized only for 
familiarity in language and communication knowledge, but not for instruction knowledge. 
A key concept in this scenario item is that most teachers referenced a combination of 
categories one and two in their answers. For example, a benefit will be listed as well as a 
condition. See Teacher 13’s answer: 
Depending on the situation I have encouraged it.  Due to the large number of students in 
my classes and the limited access to tutors I have had students peer tutor and at times 
explain in their native language.  However, I also break up groups by language and in this 
situation all students must speak English since it is their own common language. 
 
- Teacher 13 
 
Finally, categories 3 and 4 represent teachers who were either not sure about what to do, 
did not allow it, or indicated a re-route of the item to focus on English. Below is a summary of 
the concepts mentioned and their types (Table 4.4.5.2b). 
Table 4.4.5.2b Item 36 (scenario 2) familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  6 18 
Instruction 10 30 
Total concepts mentioned 16 48 
Culturally unresponsive responses 3 4 
 
Although code-switching or code-mixing seems to fit well under the communication 
knowledge area of the culturally relevant teaching model, the open-ended nature of the scenario 
items allowed teachers to share thoughts that have crossed into other knowledge areas, 
demonstrating unique abilities to respond to culturally diverse students. When teachers 
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referenced more than one language concept, teachers indicated they were more familiar with 
language and communication concepts, a key part of the model. When one teacher determined 
the appropriateness of a student group conversation that was occurring in a different language, 
she showed that she is aware and socially perceptive of her students’ language use, as well as 
familiar with code-mixing as a concept, suggesting her familiarity with both areas in the model. 
The unique findings from this scenario that revealed teachers’ reactions to code-mixing in class 
showed that teachers were familiar with how instruction is affected when code-mixing occurs in 
groups, but many teachers were also aware of how to use this concept of students’ language use 
to further their instruction, as indicated by the strategies in the middle section of Table 4.4.5.2a.  
4.4.5.3 Item 51: Scenario 3 (withdrawn homesick student)  
Participants were prompted to answer at least one of the next three scenario items, 
represented in Items 50 through 55. This was to decrease the feeling of having to answer an 
overwhelming amount of open questions, encouraging participants to complete the survey. If 
time allowed, participants could also respond to the closed questions asking if they had been in 
the situation before.  
The scenario in Item 51 was about a withdrawn and crying student who misses home. 
The purpose for including this scenario was to uncover teachers’ importance for gaining 
knowledge about student’s situation, to see if teachers were familiar with class community and 
cultural knowledge, but also understood that this scenario brings up a big challenge because of a 
very emotional aspect of ethnic students and identity in a new culture. Teachers’ mentions of 
instructional modifications were also used to gather familiarity data.  
 Table 4.4.5.3a reports each response in the chart that was taken from teachers’ original 
answers to represent the overall idea they were expressing.  
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Table 4.4.5.3a Results of item 51 (scenario 3) 
Reactions and instructional modification to Scenario 3: An ESL student in your 
class is withdrawn and is often crying. He refuses to speak except to say that he 
wants to return home to his native country since it was not his choice to come here. 
What actions would you take to address the above student’s situation? Further, how 
might you modify your teaching practice in a way that responds to this student’s 
situation? 
# of 
mentions 
Communication  
Help student find a native-language friend  1 
Instruction  
Partner work 1 
pictures/visual support 11 
write about home 1 
share about one’s own adjustments to new life changes 1 
make a poster about home 1 
Culture and community  
Spend time talking with/listening to student’s concerns 1111 
Check in often 1 
facilitate friendships 111 
Try to find out what's going on by meeting with parent and translator 11111 
Critical perspectives  
Offer positive opportunities so that student wants to stay and be involved 1 
comfort the child 1 
counseling 1 
Help them find interesting things to do 1 
help develop social skills 1 
Other  
ELL teacher or counselor to help 1 
help from bilingual outreach worker 1 
Culturally non-relevant  
don't know 1 
 
To illustrate the types of comments teachers gave in reference to concepts from various areas of 
the model, Teacher 20’s comment that contains elements from culture and community and 
critical perspectives: 
I would listen to the student about their concerns, help them to find interesting things to 
do and facilitate friendships with students in the school. 
 
- Teacher 20 
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This teacher, among others, took notice of the student’s emotional needs. Other teachers slanted 
more toward instruction, like Teacher 7 in her comment below: 
I have had this situation this year. I have connected this student with someone who 
speaks his language and given him visual support for everything.  I'm lucky because he 
tells me if he doesn't know. He also is allowed to do partner work. 
 
- Teacher 7 
 
A summary of all concepts mentioned based on the categories are shown in Table 4.2.5.3b 
below. This chart indicates that a more balanced representation of the areas in the culturally 
relevant teaching model was indicative of this scenario, except for language and communication, 
which only had only one mention.  
Table 4.4.5.3b Item 51 (scenario 3) familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  1 1 
Instruction 7 11 
Community and Culture 4 13 
Critical Perspectives 5 5 
Total concepts mentioned 17 30 
Other – new themes 2 2 
Culturally non-relevant responses 1 1 
 
Teachers responded to this scenario of a homesick student with mainly concepts in the culture 
and community knowledge area, indicating this was the preferred reaction for this type of 
situation. Also to note is that the 13 mentions in this category all fell under 4 different general 
types of reactions. While this was the case, some teachers gave unique answers that fell under 
critical perspectives showed different outlooks on how one might respond to a student like this. 
The findings from this scenario generate a need for more balance in the model by bringing in 
more ideas of how to address other knowledge areas to aid in responding to students, especially 
that of language and communication and critical perspectives. 
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4.4.5.4 Item 53: Scenario 4 (poor attendance student) 
Item 53 allowed for teachers to respond to a familiar scenario in diverse settings – a 
student with poor attendance due to family reasons. The item intended to uncover teachers’ 
familiarity with knowledge about various cultural situations that a student might be in; similar to 
the previous scenario, there is a lot to be gained from the family itself, which falls under culture 
and community knowledge. Although this item revealed that teachers are generally familiar with 
the concept of involving family in education, the answers contrast quite a bit in the way that they 
do this. Nineteen teachers entered text to describe their thoughts or experiences about the 
scenario. 
Degrees of familiarity were found in the rationale for the family communication, as 
shown in the various sections of Table 4.4.5.4a below. The sections in the table show a 
breakdown of the different levels of reach-out to students’ communities and families to seek 
cultural knowledge to find middle ground for the student to be successful. Answers that 
referenced gaining more information on the family contexts were considered to fall under the 
category of culture and community knowledge, whereas some responses were instruction-based, 
and yet others referenced a thread of critical perspectives. Teachers’ responses were first 
categorized based on themes that came up in the way teachers understood the scenario, and the 
culturally relevant teaching areas from the model are indicated to the side of each comment.   
The first category contains teachers’ responses that were focused on informing the family 
only of US educational ideals. In this case, teachers were not actively seeking knowledge for 
themselves, but rather telling families what to do. The second category lists more instructional 
strategies in response to a student with poor attendance. The third category contains responses 
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that are based on working closely with students and families, referencing more than one area of 
culturally relevant teaching knowledge.  
Table 4.4.5.4a Results of item 53 (scenario 4) 
Response of teachers to scenario 4: Maria is a Mexican student whose attendance 
is very poor. It is affecting her academic performance. After an absence of several 
days, you ask her why she was out and she explains that her aunt was sick and her 
family went to help her. Although you explain the importance of good attendance 
in school, the same thing happens a few weeks later. You wonder if Maria’s family 
considers education important. How would you respond to the above situation? 
# of 
mentions 
1. Let's inform the family that education is important.    
tell parents about American education - importance of 
attendance 
Critical Perspectives 11111 
inform parents student is behind Other 1 
referral to advisor, ELL staff, or other support team Other 1111 
suggest that student stay with friends or other family 
when family is away 
Culturally unresponsive 1 
2. Somewhere in the middle   
Over time, help family integrate into school priority. Critical Perspectives, 
Culture & Community 
1 
find ways for schoolwork to be done at home Instruction 11 
alternative assessments Instruction 1 
extra tutoring Instruction 1111 
validate successfulness daily in class Instruction 1 
3. Let's work with families to find new ways to help 
keep their priorities while also keeping the importance 
of education in America at a high standard. May take 
time, and perhaps much more effort. 
  
acknowledges that family has priorities. Culture & Community 11111 
do a home visit with interpreter Culture & Community 11 
talk to parent with interpreter Culture & Community 111 
facilitate same-language friendships Culture & Community, 
Language & 
Communication 
1 
 
To illustrate the various categories in reference to the knowledge areas that were mentioned 
through the various concepts, Teacher 5’s answer exemplifies concepts from the “other” 
category, which contains answers that do not necessarily pertain to the model. Although the 
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comment seems to reference culture and community knowledge due to the mention of talking to 
parents, the collaborative, working-together communication with this parent is absent: 
I contact the parents to explain how important attendance is, and that the parents need to 
give the student the opportunity to get caught up.  
 
– Teacher 5 
 
Other comments that were tagged as “other” were those that made referrals to outside staff. In 
contrast to comments tagged as “other” for this item, other teachers produced various culturally 
relevant strategies for responding to a student’s attendance issue that involved new instructional 
practices and support. With references in the second and third category, Teacher 13 states: 
 
We typically attempt to have a parent meeting or do a home visit and discuss 
expectations of school related to attendance.  If needed we will attempt to offer 
alternative assessments and extra tutoring.  
 
– Teacher 13 
Teacher 13’s response to the scenario indicates that she not only modifies instruction to fit the 
student’s needs, but also discusses with parents through a home visit. This type of parent 
interaction exemplifies more of what the culture and community knowledge area means in the 
model. This comment specifies various ways of responding to the situation that references more 
than one area of the culturally relevant teaching model. Finally, to illustrate a response heavy 
with comments in the third category where the teacher also values the information that can be 
gained from the student’s parent, Teacher 4 says: 
I had a meeting with her mom, translator and myself where we talked about school and 
the real reason why she wasn't coming to school.  I then found another student who spoke 
her language and always made sure they were grouped together - when the child had a 
friend and felt validated she started to come to school each day.  I also made sure that she 
felt successful each day. 
 
- Teacher 4 
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Teacher 4 mentions class community strategies, parent-teacher interaction and collaboration, 
language knowledge for grouping the student in class with someone else, and many empathetic 
cues that cue a unique combination of the instruction and culture and community knowledge 
areas. This teacher’s combination of these various concepts helped to make her more familiar in 
a balanced way with the knowledge areas of the culturally relevant teaching model. 
In all, Item 53’s scenario about a low attendance student made way for teachers to 
reference their familiarity with learning from students’ families, a concept that was referenced 12 
times in all of teachers’ responses. The summary table below shows all tokens and types of 
knowledge concepts in their respective culturally relevant knowledge categories: 
Table 4.4.5.4b Item 53 (scenario 4) familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  1 1 
Instruction 3 6 
Community and Culture 5 12 
Critical Perspectives 2 6 
Total concepts mentioned 11 25 
Other – new themes 2 5 
Culturally unresponsive responses 1 1 
 
To be noted from the above tables is that teachers were able to point to strategies within culture 
and community in response to the scenario described, indicating their familiarity with the 
concepts within this knowledge area. There was also an adequate representation of concepts 
mentioned in the instruction and critical perspectives knowledge areas, as communication 
knowledge was not strongly triggered in this scenario. An interesting finding from the data here 
is that the unique combinations of concepts seemed to establish the most culturally relevant 
responses, and especially those within the third category from Table 4.4.5.4a. This suggests that 
perhaps practices in culturally relevant teaching should always be geared to touch upon all areas 
of knowledge in the model described, as the combined answers are among the most informed. 
This means that the areas lacking in familiarity of the culturally relevant teaching model will 
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need to be addressed as a part of professional development. These total mentions will be reported 
in this chapter as a summary of the open-ended data. 
4.4.5.5 Item 55: Scenario 5 (disorganized student with no home support) 
Item 55 (Scenario 5) allowed teachers to share what they did or would do in a situation 
where a student who showed to have a disorganized home life and parents who were not 
involved in home and school correspondence. This scenario, similar to Scenarios 3 and 4, 
intended to uncover the teachers’ willingness to find out from home or cultural references what 
the student might be going through. Responses to this scenario were also various, and have been 
abbreviated, cut, and placed into two main categories shown in Table 4.4.5.5a.  
The first category contains responses that re-directed the situation to other staff. Because 
these did not involve the teachers’ own culturally relevant knowledge bases, these responses 
were categorized into “other” to be later discussed with new themes. The second category 
specifies responses that involve modified instruction in order to demand less from home and/or 
communicate with families to work through the challenging situation; these were able to be 
classified into the culturally relevant knowledge areas, as shown on the right of each response. 
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Table 4.4.5.5a Results of item 55 (scenario 5) 
Responses of teachers to Scenario 5: Thi Lien is a new student from Viet Nam. 
She seems bright and alert but gets no help from home. The papers you send home 
are still in her backpack the next day. Important correspondence is never 
acknowledged. She doesn’t do homework and forgets to bring back library books. 
Her home life appears to be very disorganized. How would you respond to the 
above situation? 
# of 
mentions 
1. Have the respective outreach worker send a message 
home or translate over the phone what needs to be done.  
  
Inform family that they need to help student succeed. Other 111 
Refer to outside help (ELL staff, outreach worker) Other 111111111 
2. Modify instruction to demand less from home, but 
communicate with family with end goal of connecting them 
more strongly to school and the student's success. 
  
Find out what's going on at home. Culture & 
Community 
11 
Invite family to school for orientation about what to do 
when things get sent home 
Critical 
Perspectives, 
Culture & 
Community 
1 
Outreach worker to translate important data over the phone Culture & 
Community, 
Language & 
Communication 
11111 
Support and meet individually with student to make plans 
for self-assistance. 
Culture & 
Community, 
Instruction 
111111 
Student does extra work before and/or after school Instruction 1111 
Visual checklist Instruction 1 
Reduced homework. Instead, time allowed at the end of 
class. 
Instruction 11 
Homework should be self-sufficient Instruction 1 
 
 The frequent mentions of concepts in the culture and community area of the model show 
that this was an area that more than half of teachers surveyed used in responding to this situation, 
but even more mentions of referring students to outside help were mentioned. Teachers varied in 
the way they utilized translators, and this was one way of seeing the breakdown of the ideas in 
the responses, as they were categorized differently in terms of the model. Teacher 24 exemplified 
a response that shows familiarity with the culture and community knowledge area because of the 
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way she did the communicating with the family through a translator in order build stronger 
connections between home and school. She also offered to help connect the student to tutoring 
and expressed an understanding about how refugee families may be overwhelmed with getting 
used to their new surroundings: 
I would try to communicate with the family about the most important papers through a 
translator.  I might try to connect her to tutoring or after school group that could help with 
schoolwork. Often refugee families are overwhelmed and just don't have the time or 
energy left to figure out all the school stuff.  
 
– Teacher 24 
  
Teacher 24’s familiarity with refugee families’ situations also falls under culture and community 
knowledge. In contrast to Teacher 24’s comment, the other most frequently mentioned theme 
involved referrals to outside help. Teacher 30’s comment is an example: 
Have the outreach worker call the family and/or translate a note.  Talk to a sibling of the 
child.   
- Teacher 30 
Because comments like Teacher 30’s was also mentioned with high in frequency among the 
other teachers, referring to outside help was a new theme generated from many open ended 
responses and will be reported later.  
Finally, another type of response mentioned slightly less than culture and community 
concepts was in regards to instructional knowledge. There were eight mentions of concepts that 
teachers turned to as an instructional response to this scenario. See Teacher 27’s comment 
below: 
I try to keep her organized at school, and try to differentiate my lessons so the homework 
is reduced. At school I try to teach techniques to assist her at home. 
 
- Teacher 27 
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This teacher uniquely used time at school to help the student through instructional modification 
and techniques to help the student, without necessarily working with the family directly. To be 
noted from this item is that teachers may have used a combination of the areas to respond to this 
scenario.  
Overall, the new themes described were mentioned with the most frequency, followed by 
concepts in the culture and community knowledge area. Finally, instructional strategies were the 
third area with most frequent mentions. Table 4.4.5.5b shows the total mentions of concepts 
according to the categories in the model described from Chapter 2. 
Table 4.4.5.5b Item 55 (scenario 5) familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Communication  1 5 
Instruction 4 8 
Community and Culture 4 10 
Critical Perspectives 1 1 
Total concepts mentioned 10 24 
Other – new themes 2 12 
 
These findings indicate a preference for responding to students in a challenging home situation 
by referring to other help, in which case, the knowledge areas of the culturally relevant teaching 
model were unfamiliar to many teachers in this particular situation. Nevertheless, the knowledge 
areas were mentioned, but with less frequency; the category in the model with the most mentions 
was culture and community, suggesting concepts in this area are familiar to teachers in the 
current context.  
4.4.5.6 Item 67: Scenario 6 (balancing biased cultural textbook) 
Although only five teachers responded as having been in scenario 6 or a similar one, 21 
teachers entered text to share what they have done or would do in the scenario that involved a 
textbook that presented subject matter from an exclusively Western-European point of view; this 
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suggests that most teachers answered Item 67 hypothetically and have experienced this kind of 
situation or noticed it in the past. The mere number of teachers who indicated as having been in 
this situation may suggest that the district provides teachers with culturally relevant textbooks 
along with all the resources they need, or it may suggest that teachers have not considered an 
outlook like the one described in the scenario. Scenario 6 intended to uncover the strategies that 
teachers used either to search for the knowledge by mentioning concepts about critical 
perspectives or to be able to present a balanced view of the subject for students, highlighting 
especially critical perspectives.  
All answers were very concise for this item and 15 teachers referred to using 
supplemental resources as a general strategy to use in class to provide more balance. So, 
although teachers may be familiar with the area of critical perspectives in general, different ways 
in which to act on them in the classroom were not specified. The answers have been abbreviated 
and separated into separate concepts mentioned by teachers, in order of the most mentioned 
features, shown in Table 4.4.5.6a.  
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Table 4.4.5.6a Results of item 67 (scenario 6) 
Responses of teachers to Scenario 6: The head of your department 
continues to be adamant that you use the same textbook that the other 
teachers in your school are using for your course. Despite your colleagues’ 
enthusiasm for this text, and your department head’s insistence, you feel 
that this textbook presents the subject matter from an exclusively Western-
European point of view and does not portray a balanced picture of your 
subject as it exists in today’s world. Given the necessity of continuing to 
use this particular textbook, what might you do to make your course more 
inclusive and give students a more balanced view of the subject/s you 
teach? 
# of mentions 
1. Supplemental materials for more balance. Critical 
perspectives 
111111111111111 
2. Present and/or discuss other views for more balance. Critical 
perspectives 
11111 
3. Discuss under-represented groups. Critical 
perspectives 
1 
4. Discuss what they are learning and why they are 
learning what they are learning. Avoid informational 
teaching style. 
Critical 
perspectives 
1 
5. Research the material Critical 
perspectives 
1 
6. Hear from students Critical 
perspectives 
1 
7. Include all cultures Critical 
perspectives 
1 
8. Deviate from textbook as much as necessary, explain to 
principal and literacy leader 
Critical 
perspectives 
1 
9. Not sure Non-relevant 1 
 
The most frequently mentioned concept was that of using supplemental resources to provide 
more balance to the subject for students. An example from Teacher 16 shows this type of 
concept: 
Use the required textbook and bring in some other materials to show different 
perspectives.  
 
- Teacher 16 
 
Teacher 16 mentioned that other materials should be used, but did not discuss what materials, or 
how she would implement them to achieve the balance. This comment was among those that 
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seemed less familiar with critical perspectives. On the other hand, teachers mentioned more than 
one concept of critical perspectives in their answers. These more detailed responses indicated a 
stronger familiarity with the critical perspectives knowledge area. See Teachers 9 and 3 below:  
Give a more balanced view, have students weigh in on the subject --- give both sides to 
explore 
 
- Teacher 9 
 
Talk about/show other people groups who were under-represented in the text.  Allow for 
more discussion in the class (what are the students' responses to what they are learning 
and why) instead of simply just teaching information. 
 
- Teacher 3 
 
Teacher 9 referred to giving a more balanced view by presenting more than one side to explore 
and having students put forth their opinions about the subject. Teacher 3 referred to teaching 
about other groups of people not mentioned in the text and allowing for students to talk about 
what they learned and why. These answers indicated more familiarity with the knowledge area of 
critical perspectives. 
Although most teachers thought they should do something rather than simply stick to the 
textbook verbatim, indicating somewhat of familiarity with critical perspectives knowledge, only 
a few referred to specific knowledge that would help them in the area. The high frequency of 
mentions by teachers that fell under only one concept in critical perspectives suggests a need for 
professional development to highlight this area of the knowledge model. It also suggests that the 
culturally relevant teaching model need to be tailored to fit teachers individually so that it display 
one’s strengths and weaknesses; this would mean that every teacher has a visual of their 
familiarity of each knowledge area in order to address the areas that need more attention. Table 
4.4.5.6b reports the summary of familiarity in critical perspectives for Item 67.  
 160 
Table 4.4.5.6b Item 67 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Critical Perspectives 8 26 
Culturally non-relevant  1 1 
 
The summary table for Item 67 (Scenario 6) suggests that critical perspectives are familiar to 
teachers, but the 26 tokens that fit under only 8 types indicate that there is a lack of variety of 
concepts to turn to in response to a scenario where more specific strategies may be needed. 
4.4.6 Professional development items 
Near the end of the survey, participants were asked about their thoughts on previous 
professional development and desired professional development regarding multilingual learners 
in the classroom. They were shown this heading: “Your thoughts on professional development 
regarding English language learners and diverse students - 2 questions, about 3 minutes.” 
4.4.6.1 Items 72 and 73: Descriptions of professional development 
The two items near the end of the questionnaire asked teachers to comment on the 
helpfulness or unhelpfulness of the professional development they have attended in the past, or 
to describe professional development that would be helpful if they have never attended training 
that targeted concepts in teaching with cultural relevance for ELL and diverse students. These 
items were helpful for uncovering not only what types of trainings teachers in the three schools 
have attended, but also how they felt about them. This item, just like the others above, was also 
broken down into the categories of the model, this time with two more categories; one that 
included Item 73 as only three teachers responded to not having any training, and another that 
included other comments from teachers about their past training that fit into new themes. 
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Table 4.4.6.1a Results of items 72 and 73 
Helpful Past Development – comments only # of 
mentions 
Communication  
different ways to introduce new vocabulary to make it so the words don't get in 
the way of the testing 
1 
conference on the different levels of linguistic development, and that students 
need linguistically taught 
1 
SIOP (Sheltered Instruction Observation Protocol) was extremely hands-on and 
helpful in creating a productive classroom for ELL students and general education 
students 
1111111 
Instruction  
Project based learning 1 
Reading Strategies 1 
Lots of visuals needed 1 
expanded my bag of tricks 11 
gave me tips for best practices that I could implement in my classroom 11 
Culture & Community  
furthered my understanding of my students' backgrounds 111 
Critical Perspectives  
cultural sensitivity training sessions 1 
Being immersed in a simulation of being part of a family coming to the U.S. and 
having to navigate the system.  
1 
discuss views of different culture – fact and fiction  11 
Staff and students have shared their own personal stories of survival in past 
culture and current US 
1 
General/other  
A lot of professional development just scraps the service and does not go deep 
enough. 
1 
ELL endorsement 111 
collaboration 1 
Iowa Language Conference 1 
Our Kids conference 1 
Desired/Needed Professional Development – Item 73 (Teachers who have not 
attended pro-D) 
 
ideas for helping them learn concepts and vocabulary and connect to the 
curriculum 
1 
Time to meet and collaborate with others about resources 1 
Time to search images to support the curriculum 1 
Introduction of new structure that focuses on teaching ELL students to read 1 
 
The various general and specific ways that teachers responded to the professional 
development items suggests that teachers respond differently to professional development in 
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terms of what they feel is helpful or not helpful. For example, six teachers mentioned SIOP in 
their answers, but it is very likely that other answers that did not mention SIOP might have been 
referring to SIOP. Also to be noted here is that only one response referred to professional 
development in a negative way, meaning that others answered with positive comments or 
neutral. Comments that were geared toward diversity and cultural knowledge were mentioned 
three times. Teacher 6 mentioned an example of a comment on a professional development in the 
culture and community area: 
It furthered my understanding of my students' backgrounds, as well as gave me tips for 
best practices that I could implement in my classroom. 
 
- Teacher 6 
 
Teacher 6 also indicated an instructional aspect of the professional development she was 
a part of in the second part of her response. Interesting for this item’s responses was the focus on 
language and communication in the professional development attended. Most of the high school 
teachers had attended SIOP (Sheltered Instruction Observation Protocol) training; all comments 
about SIOP were positive. SIOP was a main contributor to the language and communication area 
of the model in this item, as its focus is to offer an integration of language and content to further 
ELL students so that they are able to access grade level content while developing their English 
proficiency. More than two teachers commented that their SIOP training has benefited not just 
the ELL students in their classrooms, but also all students. See Teacher 21’s comment: 
It was a SIOP training and I think the strategies and methods presented can be helpful for 
not only multilingual learners, but other learners who might be struggling. 
 
- Teacher 21 
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Besides a professional push toward language integrated instructional strategies for teachers in 
this context, the other larger area was in critical perspectives. Teacher 22 represents the ideas 
that made this category: 
Being immersed in a simulation of being part of a family coming to the U.S. and having 
to navigate the system. Several cultural sensitivity training sessions. 
 
- Teacher 22 
 
 Teacher 22’s comment above illustrates that teachers are being trained in understanding the 
social context of families that come to the U.S. and the difficulties of this. Cultural sensitivity 
also strikes a chord in critical perspectives.  
Very similar to previous items in the open-ended responses of this study’s questionnaire, 
most of the themes and needs mentioned were in relation to collaboration and time. The teachers 
in the very last category (those who indicated having not had professional development in the 
area of teaching cross-culturally) also alluded to needs in the same concepts that teachers in the 
prior categories commented on as helpful. The summary table below shows that the largest 
mentioned areas from this item were Communication and Language, followed by Instruction, 
and then by Critical Perspectives. 
Table 4.4.6.1b Item 72 and 73 familiarity summary 
Culturally relevant teaching knowledge area: Types Tokens 
Language & Communication 3 9 
Instruction 5 7 
Community and Culture 1 3 
Critical Perspectives 4 5 
Total concepts mentioned 13 24 
Other 9 11 
 
Because the top three areas include more on language and communication, and critical 
perspectives, this may suggest that the district of these schools have recognized that teachers 
need development in these areas, and perhaps have moved on from the culture and community 
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competency of the culturally relevant teaching model. This study will discuss professional 
development further when total mentions for familiarity are reported. Interviews also provided 
helpful information that offers implications for professional development. 
4.4.7 Summary of open-ended questionnaire responses 
The open-ended data from the questionnaire revealed teachers’ intricate reasons behind 
their ways of viewing concepts in culturally relevant teaching, their unique opinions and 
experiences, and perhaps most surprisingly, often a preference toward one or more knowledge 
areas from the culturally relevant teaching model. However, important to this study was to see 
this data together as a picture for how familiar teachers are with each area of the model. This 
picture can best be seen by viewing the totals of all teachers’ mentions in each category per each 
item, and also analyzing what areas were most referenced by all teachers together. 
 After charting teachers’ mentions of concepts per category per item, it was found that out 
of 593 tokens of concepts mentioned, 95 belonged to the language and communication category, 
198 for instruction, 200 in culture and community awareness, and 100 for critical perspectives. 
The chart below shows a visual of these totals: 
Table 4.4.7a Total mentions of each culturally relevant knowledge area 
Culturally relevant teaching knowledge area: # of concepts 
mentioned 
% 
Language & Communication 95 16% 
Instruction 198 33% 
Culture & Community 200 34% 
Critical Perspectives 100 17% 
TOTAL 593 100% 
 
The total mentions of concepts in each area of the culturally relevant teaching model displayed in 
Table 4.4.7a suggest that teachers are most familiar with instructional strategies and community 
and cultural aspects, which include involvement with families and the community, building class 
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community through empathy and acceptance of one another, and cultural backgrounds of 
students. These were very close in number. The other two areas were also fairly equal in 
familiarity, which were the language and communication knowledge area and critical 
perspectives; these areas received only 16% and 17% of total concept mentions, respectively. 
Teachers’ individual total mentions also help build understanding for how the total 
mentions were broken down, helping to also answer with whom the familiarity lies. Table 4.4.7b 
displays teachers in the first column on the left, followed by their individual mentions according 
to each knowledge area. Teacher specifications were also included here for quicker reference. 
Teachers are ranked in order of most frequent mentions, as can be seen from the column 
indicating the total mentions in model. The darker color represents higher numbers, and the 
lighter shades represent lower frequency of mentions. 
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Figure 4.4.7a Teacher individual total mentions per category of model 
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The above figure provides a visual of the total mentions that each teacher provided throughout 
the questionnaire’s open-ended responses based on categories in the model described in Chapter 
2. The figure suggests a way of analyzing teachers individually in terms of their familiarity or 
unfamiliarity with the various categories in the model. When reading across, it is clear to see if a 
teacher had more mentions in any one category, or if there was balance across all four categories. 
Teacher 3 is an example of one that shows various shades of green throughout all four 
categories, whereas Teacher 20 has more mentions in culture and community knowledge than 
any other category. Teacher 27 and 30 have mentions mainly in instructional knowledge, but a 
lower frequency in the other three categories.  
Near the top of the list are those with the most mentions of concepts in total, but not 
necessarily with a balance of concepts. A higher total that is grouped with an area of the model 
that has much less frequency of mentions suggests that the teacher may need to focus on that 
particular area of the model to become more familiar with its concepts and how to use them for 
teaching multilingual students. Teacher 4, for example, had frequent mentions in all categories 
except for critical perspectives followed by language and communication; this was also true of 
many other teachers, as critical perspectives and language and communication received lower 
mentions in all, as seen in Table 4.4.7a.  
Also to note on the right of the totals the column that reports the total number of other 
themes mentioned by teachers. Because the new themes mentioned by teachers mainly consisted 
of how teachers referred to outside resources rather than attempting to gain knowledge in area of 
the model, it is not surprising that the teachers near the top of the list with the most mentions 
constitute those with the least mentions of new themes. In the same light, the mentions of new 
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themes grows in number when the knowledge areas of the model were mentioned less 
frequently. 
 The next section will report the mentions that deviated from the four areas of the models 
– the mentions of concepts that suggested different ideas or were not culturally relevant.  
4.5 Interviews 
The interviews provided ample amounts of data for further exploring the cultural relevant 
teaching knowledge bases. This section of Chapter 4 lists the question asked in the interview, 
and excerpts from each teacher’s responses.  
4.5.1 Question 1: Cultural distance 
The first question asked in the interviews was “Do you feel that one or more of your ELL 
students is/are somewhat distant from your ability to teach them due to cultural differences?” It 
was intended that this question be followed by “how would you describe your teacher-student 
relationships with that/those student/s?” if the reply was an initial “yes,” or by “what is it that 
you believe makes their learning experience a positive one as your student?” if the reply was an 
initial “no.” In the interviews, however, most teachers proceeded to explain what made their 
class work well, or what was difficult about their class, based on cultural differences between 
teacher and students.  
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Table 4.5.1a Results of interview question 1 
Interview Question 1: Do you feel that one or more of your ELL student/s is/are somewhat 
distant from your ability to teach them due to cultural differences? How would you describe your 
teacher-student relationship with that student? 
Teacher Comments Knowledge 
area referred 
to 
Teacher 
1 
Class community, cooperative learning, established relationships, 
students feel comfortable, values students as individuals and their 
cultures, level of trust, lots of group work. Refers to group and 
partner work as the way that “a lot of other cultures view learning 
and working.”  
Culture & 
Community: 
building class 
community 
Teacher 
2 
Talked about how her class functioned as a mini United Nations – a 
class that had a strong community feel with mutual support. 
Students care about each other and welcome newcomers 
Community & 
culture: 
building class 
community 
Teacher 
3 
Demonstrates her awareness that students without schooling 
background are at a greater cultural distance because the idea of 
school must be taught to them as a part of bridging the barrier to 
learning other content.  
Community & 
culture: 
knowledge of 
students’ 
background  
Teacher 
4 
Tells about previous student from Mexico and based on knowledge 
of the student’s background and schooling in her home country, the 
student’s perception of attendance and school culture is what 
formed the barrier along with very limited English. Also describes 
students she has had from refugee camps who have never seen 
electricity.  
Community & 
culture: 
knowledge of 
students’ 
background  
Teacher 
5 
Makes references to individual cultures of students who have 
considered her of less value because of their view of women. Talks 
about the way she has handled this before, but admits the barrier. 
Also mentions their prior schooling background as a way to 
understand how familiar they are to school and culture in the US.  
Community & 
culture: 
knowledge of 
students’ 
background  
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Table 4.5.1a (continued) 
Teacher 
6 
Talks about her class environment as one with little barriers due to 
the sheer number of ethnicities represented, and more than one for 
each ethnicity, which has made her class one that does not leave 
anyone out. Talks about her relationships with the ESL students as 
much stronger because of the integration of culture placed in class 
along with caring for them as individuals; the class environment 
has freed their voices in her class, students participate and are 
talkative, and have less behavior problems. Also mentions that 
outreach has been important, which has involved her more in 
students’ lives.  
Culture & 
Community: 
building class 
community 
 
Critical 
Perspectives: 
outreach, 
giving students 
voices 
Teacher 
7 
Described a student who was not verbal at all for more than half of 
the school year. References limited English as the reason for this 
and also describes the student’s personality as one who is not 
going to take chances.  
Community & 
culture: 
knowledge of 
student’s 
personality 
 
Teachers who answered "no" indicated that there certainly are students who are culturally 
more distant, but not from the ability of that teacher to reach them, proceeding to describe the 
strengths of their class community. Those who answered yes described students that are 
culturally distant, and what they as teachers have tried to do to connect to them. Although the 
concepts within culture and community knowledge varied from all seven interviewed teachers, 
they all demonstrated familiarity and importance of knowing about the students and their 
backgrounds as necessary for creating a class community. Teacher 2 said that there is no cultural 
distance in her class right now because of how it is set up: 
No, not at this time, because it’s a micro chasm – we have our own culture within the 
school building, so we have a school culture. And then we have a micro-culture within 
my classroom and – a lot of it is being set up in the first 6 weeks of school and as new 
students weave in, other students are very generous. We really have a very caring group 
of students who really do well and care for each other. 
 
Teacher 2 had her classes set up so that new students coming into the class had another 
student helping them become oriented to class structure and routines. Often these were same-
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language pairs, to aid communication. Teacher 1 also mentioned strong relationships as the 
reason for less distance between teacher and student.  
On the other hand, teachers who admitted that yes, there were students who seemed more 
distant from their ability to teach, were perhaps more informed about their students. These 
responses indicated that as these teachers learned more about the lives and backgrounds of their 
students, the cultural barriers seemed less of barriers. The narrative styles of Teacher 4 and 
Teacher 7 in response to this question particularly exemplified their learning track for knowledge 
about their students: 
I can remember one in particular. She had a very cultural big difference because she was 
from Mexico. When she came here, she spoke very little English, actually no English at 
all. She didn’t want to come to school because she believed you could just go whenever 
you wanted to, and it was only for half days when she did go to school in Mexico. 
 
We’ve had kids from refugee camps that have never seen electricity. 
 
- Teacher 4 
 
To describe the relationships with whom I have connected with successfully, they’ve 
shared their experiences, so, I know some of them came from where their siblings got 
killed, and they saw that. We also did a home visit, so that was nice seeing them in their 
home environments – a different kind of interaction.  
 
- Teacher 7  
 
Teachers 4 and 7 were very descriptive in their stories about how they learned about their 
students. Teacher 4 went on to speak positively about the knowledge gained about the cultural 
barriers; in many ways, she also applied the knowledge of the students’ unique backgrounds and 
situations to her own teaching in order to break down the barriers. Teacher 7’s response was 
similar in story-telling nature, indicating that the barriers no longer existed with those students 
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who had shared their experiences. Thus, the new background knowledge that Teacher 7 gained 
was a direct influence on a better student-teacher relationship. 
Teacher 5 was the other teacher who answered yes to there being some students very 
culturally distant. She proceeded to share what she has done those cases. In this light, teachers 
were generous to share their various solutions to some of the things that created cultural distance 
between their students and themselves.  
The various types of answers teachers gave in response to the first question indicate that 
teachers have very strong ways of setting up their classrooms and showing students they value 
their cultures as a way to break the cultural barriers. Other teachers answered with similar 
importance placed upon students’ backgrounds, but took it upon themselves to learn deeply 
about those cultures as a way to connect them to learning. This suggests that the teachers 
interviewed were confident in their ability to reach all students no matter the cultural barriers 
they come across when teaching, and that they used unique ways in that they either learned about 
their students’ backgrounds similar to how an ethnographer might, or they built their classes into 
communities of support and success. Both of these types of responses may be useful for how 
other teachers may gain ideas in culturally relevant teaching to break barriers to learning.  
4.5.2 Question 2: Largest cultural barriers 
Question 2 of the interviews provided more support for comments about the barriers that 
teachers felt caused the cultural distance talked about in Question 1. Despite whether or not 
teachers’ answers were yes or no to there being cultural distance, all teachers listed at least one 
barrier that they felt created the most distance. The question was, “What do you feel are the 
biggest cultural barriers that have impeded your effectiveness in teaching cross-cultural 
students?” and some were followed up with a casual request to mention what they might feel 
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their colleagues face as well. For many teachers who answered "no" to the first question about 
there being distance between students and them, this was the question that got them thinking 
about reasons that students could not connect, despite the teaching strategies they implemented. 
Combined with barriers that some teachers contributed in question 1, table 4.5.2a shows the 
frequency of responses. 
Table 4.5.2a Results of interview question 2 
Interview Question 2: What do you feel are the biggest cultural barriers that have impeded your 
effectiveness in teaching cross-cultural students? 
Barrier mentioned: Number and teachers who 
mentioned each barrier: 
School culture unfamiliarity / refugee situation Teacher 1, Teacher 3, Teacher 
4, Teacher 5 
 Trauma in home country Teacher 4 
 Tribal fights Teacher 4 
 Devalue of women Teacher 4, Teacher 5 
Conflicting parent expectations Teacher 1, Teacher 3 
Language, or when there is little to no English ability Teacher 2, Teacher 6 
 Communication with parents of less popular 
languages 
Teacher 3, Teacher 6 
 Having no services for less popular languages Teacher 6, Teacher 7 
Difficult group dynamics Teacher 1, Teacher 3 
Male and female dynamics Teacher 2,  
Non-verbal child Teacher 7 
Special ed + ELL combined Teacher 4 
 
The barrier mentioned the most frequently was the fact that many students were unfamiliar 
with school culture in general, and most proceeded to give examples of students from a refugee 
situation. Teacher 4 especially highlighted this through narratives about her own students, 
showing the value she places on knowing about students’ backgrounds as necessary for 
connecting them to a new school environment to be successful.  
Very similar to discontinuity between school and home is also the barrier mentioned that 
many cultural parents’ expectations often differ from those of the school and teachers. This 
response also related to teachers’ mention that there is often no support from home. This shows 
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that teachers have indicated an importance of home contact as a means to helping students 
succeed, but when it is challenging to make this kind of contact, teachers may be at a loss for 
how what to do instead. The questionnaire responses that indicated instructional strategies at 
school are one way that other teachers have overcome this barrier. 
A crucial barrier mentioned in various ways by interviewed teachers was that of language 
and communication. A struggle for many teachers was the lack of services for those students of 
the least-represented languages. Teachers spoke of how they might feel if they hadn’t had 
language ability of the teacher or other classmates, appealing to the student’s experience on an 
affective level. Other teachers related the language barrier to issues when trying to connect to 
that student academically. Translators were either seldom available or non available at all for 
certain language groups, making communication very difficult.  
The difficult group dynamics that various teachers mentioned in the interviews refer to the 
difficulty of having to teach students from so many different types of backgrounds. This barrier 
seems over-arching to the topic as a whole, and the solution would be vague. Perhaps a clearer 
barrier to understand is the more specific example of group dynamics that a teacher gave of 
males and females working together in the classroom, which presented problems if those 
students happened to come from cultural backgrounds where male and female students were 
separated. This teacher’s solution was to use Kagan strategies – small group interaction 
techniques that require each learner’s participation in order to be successfully completed – and a 
basic orientation about how in the US, this is how learning happens at school. Teaching solutions 
like these are said to be coupled with the knowledge that the teacher has of particular students’ 
learning backgrounds and previous schooling (see Gay, 2000).  
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These teachers were aware that much of teaching involves maintaining communication 
with parents. Both teachers 5 and 6, the secondary teachers, commented about the difficulty of 
not having an available interpreter to call home when there were behavior problems, sometimes 
involving a suspension. Other teachers found it inconvenient to not be able to chat with parents 
about a student’s academic success in class in order to reach agreements or unity about the 
academic path that the student should take, again, relating to the other barrier that expectations of 
parents and school are often not congruent. With the legitimate concern and high importance 
placed upon communication, Question 3 provides an appropriate transition to language 
knowledge. 
Question 2 responses not only provided a list of shared barriers that teachers have 
experienced with their ELL students in class, but teachers also demonstrated that these presented 
very challenging concerns to teaching. Little was discussed in this part of the interview about 
what teachers have done to overcome these challenges, but that is for a later question. 
4.5.3 Question 3: Language knowledge 
Question 3 provided responses about how teachers viewed knowledge of students’ languages 
and communication. The question asked, “Does having knowledge of the language of your ELL 
students, whether a small or large amount, help to better teach those students?  Why or why 
not?” Responses quickly developed into two separate categories: knowledge about the 
differences languages have, or knowledge about how to use and speak the languages. Teachers 
also expressed many opinions and new themes about language knowledge from the 
conversations. Table 4.5.3a shows the various thoughts regarding the reasoning behind the 
benefit of knowing how to speak languages, the reasoning behind why it may not be necessary, 
as well as other types of language knowledge that may be beneficial to know. Teachers are 
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divided into two categories, the first are those who talked more about knowing characteristics of 
students’ languages. These were teachers who redirected the question right away to a focus on 
language differences, downplaying the value of teacher bilingual knowledge. Category 2 are 
those teachers who admitted an importance for teachers to have study in a language for means to 
better teaching multilingual students, and in particular Teacher 2, 3, and 5 are bilingual, 
suggesting that they may have more insight into the benefit of a second-language background in 
terms of teaching. 
Table 4.5.3a Results of interview question 3 
Interview Question 3: Does having knowledge of the language of your ELL students, whether a 
small or large amount, help to better teach those students?  Why or why not?” 
Category 1: Rather than embarking on language study, knowing about language 
characteristics of students is important for teaching 
Teacher 1: Language study and speaking languages is not necessary because… too many 
languages to learn. Instead, know these differences: Grammar differences 
Teacher 4: Language study and speaking languages is not necessary because… too many 
languages to learn; ignorance of language allows students to teach the teacher. 
Instead, know these differences: Grammar differences, syntax 
Teacher 6: Instead, know these differences: The name of the language each student speaks 
Category 2: Studying language or knowing some language is important for teaching 
Teacher 2: Language study and speaking languages is important because…Reduces affective 
filter; languages with similarities to English would help language transfer. Language study and 
speaking languages is not necessary because…too many languages to learn; non-Western 
languages are troublesome 
Teacher 3:Language study and speaking languages is important because… languages with 
similarities to English would help language transfer; students are appreciative. Language study 
and speaking languages is not necessary because… too many languages to learn; non-Western 
languages are troublesome. Also, know these differences: Background on language 
characteristics, Syntax, writing systems 
Teacher 5: Language study and speaking languages is important because… students are 
appreciative; it would help communication; students would not be able to hide behind their 
language 
Teacher 7: Language study and speaking languages is important because… it would help 
communication; it is a comfort zone for students in communication; it makes students feel 
appreciated 
 
Some teachers talked about the reasons why the kinds of language knowledge would be 
beneficial and proceeded to explain their rationale behind favoring one of two categories of 
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language knowledge. Those who had previously embarked upon learning how to speak some of 
the languages or who had already known a second language were the ones who felt more 
strongly about the benefit of having that kind of knowledge. Others who indicated not being able 
to speak another language fluently tended to speak to the benefit of knowing about the 
differences of students' first languages. Both groups of teachers provided reasoning behind each 
category of language knowledge that they felt led to more effective teaching.  
As a secondary instructor, Teacher 5 stated that her students showed a higher degree of 
respect for her when they found out she knew their language. The same high school teacher 
mentioned language use and study as reasons for students hiding behind their languages. For 
post-elementary aged students, perhaps a reason for knowing all or some of a student’s language 
may be more for classroom management reasons. This teacher mentioned that with her language 
knowledge, students could no longer “get away with” inappropriate or off-task comments made 
in the classroom. Of course, learning enough language to be able to detect what students are 
saying during class involves an extensive amount of language study, and this does not take into 
consideration that since there are several language groups in one classroom, this language study 
might require the basics of multiple languages.  
Almost every teacher interviewed mentioned this multiple-language impossibility dilemma. 
Teacher 7 spoke hypothetically about the benefits that might come about if teachers knew 
another language. Teacher 7 listed reasons based on affective appeals to students such as creating 
a comfort zone for students, gaining appreciation and respect from students, and making students 
themselves feel more valued and appreciated. Teacher 4, on the other hand, spoke hypothetically 
about knowing a language and how it would not necessarily benefit the classroom: 
I had a student teacher one time who spoke Spanish. I thought, “Oh this is really going to 
help us,” but to be honest she very seldom ever spoke it.”  
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– Teacher 4 
 
Teacher 4, an advocate of knowing several characteristics of students’ languages, showed 
enthusiasm for having a student teacher that spoke Spanish disappeared after seeing that the 
student teacher did not use Spanish in class; this experience showed her assumption about how a 
teacher’s language knowledge should function in the classroom. From this rationale, her further 
comments about language knowledge focused on the importance of knowing about the different 
languages and being educated in students’ cultures rather than language study. 
For most other teachers not in support of teacher language study, their ability to discuss 
the benefits was limited. The first category of Table 4.5.3a displays the reasons that teachers 
gave about why they thought that teacher language study would not be necessary. Teachers 1, 2, 
3, and 4 answered the language knowledge question with the fact that they would not be able to 
learn all the languages of the students they see on a daily basis before further giving thoughts 
about language knowledge. This was a natural response since they may have understood the 
question to mean that they should learn their students' languages in order to be effective. In a 
way, it seemed that the impossibility of learning all the languages influenced teachers’ opinions 
about whether or not this type of knowledge would be beneficial in some way. The question was 
then rephrased to encourage a hypothetical response (similar to Teacher 7’s answer) to see if the 
teachers saw language knowledge to have any benefits. Some different themes were then brought 
up. 
An interesting stipulation was put in place by more than one teacher (Teacher 2 and 3) in 
answering the rephrased question about teachers’ necessity for learning another language. These 
teachers insisted that romance languages would help students learn English better, because of the 
cognates. This answer regarding language study by the teacher involves a distinction about the 
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particular languages that are more beneficial to know because of a focus on cognates and transfer 
to English. The argument involved that if a teacher knows a Romance language, they have an 
advantage in furthering the learning of English, especially for students who speak other Romance 
languages, because of cognates and perhaps language structure. Teacher 2 proceeded with this 
assumption by describing the problem of the non-Western languages represented currently in 
their classrooms, such as Burmese and African languages. Teacher 3 further explained that 
knowing non-Western languages would not benefit learning because they do not relate to English 
as well as the Romance languages like Spanish or French do. The discussion of this seemed to be 
grounded in the various rationales that teachers mentioned: Some teachers answered with more 
focus on what the language knowledge will do linguistically for them and their students (Teacher 
3, Teacher 4, Teacher 6), and others answered the question with more focus on affective and 
student engagement strategies (Teacher 3, Teacher 5, Teacher 6, Teacher 7).  
Worth noting is Teacher 4’s comment about ignorance of the language being a good thing 
because students could have fun teaching their teacher. This teacher specifically points to her 
own reflective teaching and caring strategies when she admitted that she allows students to be 
the ones to inform her about their language. 
Finally, even though most teachers mentioned the impossibility to learn so many languages, 
some gave fuller explanations about their position that certain knowledge about students' 
languages was instead beneficial. The teachers who gave the most reference to this type of 
language knowledge were Teacher 3 and Teacher 4, contributing largely to a list of concepts that 
are important to know about language. The context of these conversations also contributed to the 
possible reasons why they were able to comment heavily on the benefit of knowing about the 
particular language differences: the experiences they had to share. Teacher 4, an elementary 
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classroom teacher, had learned so much about her students’ language use, and saw it as her duty 
to know their background language as a means of knowing why they commit errors in English 
the way that they do:  
I don’t necessarily think knowing the language is so important, but – knowing which 
languages use endings on words. I think I finally came to that [conclusion] – ‘oh my gosh no 
wonder why the kid doesn’t use ‘s’s’ and plurals,’ because there are no plurals in their 
language…the order of their sentence structure, and they don’t have possessives, or they 
don’t have past and present tense… 
 
-Teacher 4 
 
Teacher 3, an elementary ELL teacher, talked mostly about how crucial she thought it was to 
know the various ways that other languages work, especially the differences among them:  
I think also knowing about the languages, knowing the structure and the syntax of what the 
language is like or, you know, I have teachers that say, ‘is this language a left-to-right 
language or a right-to-left language?’ you know, because it makes a huge difference if this 
kid learns how to read right-to-left or left-to-right, and then they’re trying to transfer that to 
English. It is a greater degree of transfer or interference. 
 
- Teacher 3  
 
Teacher 3 and Teacher 4 expressed critical reflectiveness in their teaching practices to seek out 
the importance of linguistic differences. They talked about how they used resources such as 
translators to tell them even more about how the language of particular students works. In these 
ways, they highlighted the importance they saw language and communication to teaching 
students with a different language background. To further show the importance Teacher 3 placed 
on language was in combination with culture; she mentioned that she took a trip to Bosnia out of 
motivation to learn more about her students’ culture. On the trip, she was able to pick up new 
words and phrases that her students appreciated. Her efforts to make connections with language 
and culture, as well as Teacher 2 and Teacher 5’s comments about language and culture, 
attempts to reveal the difficulty of separating the differences between language and culture: 
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There are students who are appreciative of the fact that you’ve tried to learn anything at all in 
their language. Or that you know anything about their culture through their language, 
because, you know, language is culture, culture is language, and so they all go together. 
 
- Teacher 5 
 
Whether or not teachers believe that knowing about the way students use primary languages 
helps them become better teachers, for those who commented about their experiences, this 
knowledge was an important part of the awareness that they used to plan lessons. Language 
knowledge infiltrated their interactions with students, and this is illustrated in Teacher 4’s 
comments from the interview. With more knowledge in this area, teachers are more informed 
about their students and how to teach them. Moreover, teachers whose comments suggested the 
highest amount of varied knowledge about communication and who were most able to comment 
about its importance seemed to skyrocket above the rest in the language and communication 
knowledge area for culturally relevant teaching. Perhaps until the knowledge is gained, teachers 
do not necessarily know yet why it is so helpful for their practice. 
4.5.4 Question 4: Naming students’ languages 
 The fourth question asked, “Can you name the language backgrounds of all or some of 
your ELL students? What has attracted you to become aware of knowing what your students 
speak?” In some respects, this question may have provided reasons for the knowledge put forth 
in the questionnaire when asked to select the languages represented in the classrooms of the 
teachers.  
The recurring theme in teachers' answers to Question 4 was that knowing what language 
each student speaks is very important for the affective side to teaching. In other words, teachers 
felt that they should know the names of languages students speak because language is connected 
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to their identities, and teachers should know as much about students as possible. Their responses 
were largely congruent with statements by Edwards (1998). Teacher 6 stated:  
I wish it were something that was mandatory for teachers to know because there are times 
when they needed a translator in the building. They’ll call one of our outreach workers 
and say, “we need a translator – she speaks Vietnamese,” but the student speaks Karenni. 
I think it’s sad that more people don’t get to know their background and it also helps on a 
personal level - it’s a huge part of them. Even though they’re in America, they’re all very 
close-knit and their culture does mean a lot to them. 
 
-Teacher 6 
 
 Like Teacher 6, other teachers commented about the importance of knowing what 
students speak so that translating services could be used appropriately and efficiently. Keeping in 
mind the barriers listed in the Question 2 responses, teachers indicated that it can be very 
difficult when teachers have done all they can on their part, but there simply are not enough 
language services available in the district for all language groups, and specifically the languages 
being represented by incoming groups of students. In these cases, teachers can advocate for more 
assistance on behalf of their students. Teacher 5, a secondary teacher, stated that it took up to six 
weeks to contact the parent of a struggling student because of phone trouble and no response 
from appropriate lines of contact. Finally, the translator went to the home of the family and came 
through with the information. Efforts such as this by teachers can go a long way, but it was 
through the persistence of the teacher that anything was done at all.  
 Besides the responses already described, Table 4.5.4 shows the full list of response 
categories derived from the interview transcripts. 
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Table 4.5.4a Results of interview question 4 
Interview Question 4: Can you name the language backgrounds of all or some of your ELL 
students? What has attracted you to become aware of knowing what your students speak? 
Teachers’ responses to why naming students’ languages is important: Teacher 
mention 
Interested T1, T3 
Helps establish relationship T1, T2, T6 
Provides insight about how to work with them T1, T3, T4, T5, 
T7 
Allows to connect to services T1 
Groupings T2 
Appropriate pairings – for students to help new students  T2 
Important for student identity T3, T6 
Ability to connect translation services T1, T4 
High interest in language for communication T5 
Use the classroom to learn more about student language background T5 
Teachers’ responses to why naming students’ languages is not important:   
Language distinguishing does not help students learn English T7 
 
Possibly the most insightful response from the above table that five teachers mentioned is 
that knowing the names of students’ languages “provides insight about how to work with them,” 
as knowledge for teaching effectively is the ultimate focus. Other responses appeal to the 
affective side (e.g., important for student identity, helps establish relationship). As expected, 
being able to distinguish the languages was thought of by one teacher as not directly helping 
students learn English; however, most other responses directly relate to class structuring, 
management, and methods that utilize and require a teacher’s awareness of which languages that 
students speak (e.g., groupings, appropriate pairings – for students to help new students). 
Teachers’ responses to Question 4 indicated that distinguishing the languages among their 
students was an important concept, mainly because they said the language provided keys into 
how those students learned, in addition to several numerated class community building strategies 
that would require teachers’ awareness of what students’ languages are. Question 5 delves more 
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specifically into the useful culturally relevant practices, activities, and methods that teachers 
shared. 
4.5.5 Question 5: Adapting methods 
  Question 5 asked, “Have you ever changed or added a teaching method or activity in 
order to accommodate or connect better specifically with multilingual students in your class?” 
Most teachers were prompted, after their initial response to Question 5, to give specific examples 
of activities or strategies that they have used in order to be more effective with multilingual 
students’ learning. All teachers were comfortable and familiar with the question asked and 
shared a variety of strategies they put to use in their classrooms to connect to their multilingual 
students. In other words, none of the teachers answered, “no” to Question 5.  
Responses to Question 5 were a positive indication that teachers of the population sample 
in this school district represented proactive relevant teaching practices as many of them 
corresponded to the knowledge they shared from previous questions in the interview. Table 
4.5.5a is a list of the methods they used in the first column, and what teacher mentioned it in the 
second column, providing a way to tally the number of adapted methods mentioned by each 
teacher.  
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Table 4.5.5a Results of interview question 5 
Interview Question 5: Have you ever changed or added a teaching method or activity in order to 
accommodate or connect better specifically with multilingual students in your class? 
Adaptation mentioned: Teacher: 
 Activity modification as a way of thinking Teacher 2 
 Representing countries of origin in class materials Teacher 2 
 Use of outside resources Teacher 2, Teacher 4 
 Attention to commonalities Teacher 2 
 Kagan strategies Teacher 2, Teacher 3 
 Songs Teacher 3, Teacher 7 
 Visuals Teacher 3, Teacher 4, Teacher 
6, Teacher 7 
 Home language translation Teacher 3, Teacher 6 
 Games Teacher 4 
 Interactive learning Teacher 4 
 Group work Teacher 4, Teacher 2 
 Class discussion Teacher 4 
 Interactive writing Teacher 4 
 Matching with manipulatives Teacher 4 
 Tests aloud Teacher 4 
 Hands-on science tests Teacher 4 
 Fill-in-the-blank Teacher 4 
 Reading materials that reflect student dialects Teacher 5 
 Verbal support Teacher 5 
 Student sharing of culture Teacher 6 
 Native language group work Teacher 6 
 Discussions with lower level students Teacher 6 
 Multi-level group work Teacher 6 
 Total Physical Response Teacher 7 
 
Of course, with a large portion of ELL teachers interviewed as opposed to classroom 
teachers, it was expected that the ELL teachers would have stronger answers in their examples of 
how they have modified lessons for ELL students since their classes comprise 100% ELL 
students; however, responses show that both types of teachers alike were familiar with using 
modified activities. Mainstream classroom teachers 4 and 7 also showed that they have many 
examples of lesson modification or teaching methods to draw from. Teacher 4 for example, listed 
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the highest number of different strategies used. This was not surprising, since her responses to 
previous questions indicated a high motivation behind getting to know students.   
4.5.6 Question 6: Professional development 
Question 6, the final interview question, brought forth more specific results about 
professional development than the questionnaire responses because teachers were prompted to 
elaborate on their thoughts about professional development. Teachers were asked, “What kind of 
additional knowledge or training do you feel you need in order to feel more comfortable 
knowing how to adapt methods or create new activities that speak to the ELL students in your 
class?” and prompted to share about past training or professional development that they 
participated in and why it was effective or helpful or not, or about what types of training or 
professional development they felt they needed in order to be more successful in the classroom 
with their ELL students.  
Teachers’ responses fell into three main categories about professional development and 
training: 1) what teachers desired in professional development, 2) helpful training in the past, and 
3) other professional development that has been required of teachers who mentioned it, but with 
no evaluating comment necessarily connected to it. Table 4.5.6 is a breakdown of all types of 
professional development, training, endorsements, courses or teacher development mentioned.  
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Table 4.5.6a Results of interview question 6 
Interview Question 6: What kind of additional knowledge or training do you feel you need in 
order to feel more comfortable knowing how to adapt methods or create new activities that speak 
to the ELL students in your class? 
Desired Professional Development: 
Diversity & multicultural training – knowing that differences exist 
Language acquisition 
ELL strategies 
SIOP follow-up 
Languages of the city 
Hands-on and practical 
Knowledge about language backgrounds + culture 
How to modify lessons 
Time for lesson modification 
SIOP for all 
Helpful Training in the Past: 
Specific culture or refugee conference  
Conference with choice-based sessions 
SIOP 
Kagan structure training 
ESL course 
Language and culture conference with sessions 
Teacher collaboration sessions in conference 
Culture kits 
PLC once a month for ELL teacher collaboration 
Other Required Professional Development: 
Multicultural assessment training 
PD required: IB training 
Cultural responsiveness 
ESL endorsement  
Diversity training 
PLC once a month for ELL teacher collaboration 
Conference on cultural awareness 
 
Of the comments listed in Table 4.5.6, some were backed up with a longer conversation about 
the nature of professional development; and from these, new themes can be discussed about 
implications for professional development in Chapter 5. Teacher 4 in particular commented 
heavily about how professional development is handled in the district. She mentioned that 
professional development sessions are structured so that all levels of teachers attend the same 
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sessions even though learning works quite differently; the various levels need to be separated 
out. She explained that new teachers, those who are not used to modifying lesson plans to fit 
ELL learners, need a different kind of instruction to get them to learn how to do that.  
Another comment brought up by Teacher 4 was about her school’s required ESL 
Endorsement. She said that the instruction procedure was once again not congruent with her 
learning style or level, indicating she needed ideas and strategies on how to modify practice in 
the class whereas the endorsement was given with too much theory and high-level language 
acquisition knowledge.  
From the item asking teachers if they had participated in professional development of any 
kind that addressed supporting multilingual learners through teaching methods, 25 out of 29 
indicated they had. This is an important piece of the study, as it sheds light into the kind of 
knowledge that teachers have and perhaps how well training has prepared them for responding to 
not only the open and closed-ended items on the survey of this study, but also to learners who are 
linguistically and culturally diverse. Open-ended responses from the questionnaire gave slightly 
more details about what kinds of training teachers have participated in and how they viewed its 
strengths or weaknesses, but the interviews provided responses that were much more fruitful 
toward how they have evaluated professional development. 
Teacher 4 offers her views regarding the effectiveness of mandated professional 
development in her school and through the district. She pointed out that even though teachers are 
at different levels, everyone is still thrown into professional development trainings that are run as 
if everyone is at the same level. She related this to how the student body is taught:  
You’ve got every teacher at different levels. But yet, we continually teach all the teachers 
as if they’re at the same levels – we don’t teach like that in our classrooms. In our 
classrooms you have students who read at a middle school level and I have students who 
read at a kindergarten level. I don’t teach the reading the same way to them. But with 
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professional development, we are all in the same boat – we have teachers who are master 
teachers that know how to modify work and they know how to do this. And we have other 
teachers who don’t know how to do that, and are not doing it consistently. But we’re still 
all taught at the same thing and we’re still all taught the same thing.  
 
– Teacher 4 
 
The example she used to demonstrate the disconnect of professional development for teachers 
was the required ESL Endorsement for her school. Teacher 4 indicated that the procedure for 
becoming endorsed was not congruent with her own learning style and level: 
It [the ESL endorsement] was – go read this chapter and come back and present with your 
group. We were reading chapters on language acquisition and stuff and a lot of us have 
no background knowledge in this. And yeah, we were talking about fricatives and all – 
you know, and I mean I see why it’s kind of important, but right now, I just need to know 
how to do things differently in my classroom. I think teachers want ideas. Teachers want 
to know ideas on how to do this.  
 
– Teacher 4 
 
On a similar note, according to Teacher 6, some teachers have been thrown into positions 
that they are not ready for, and are forced to learn as they go. In her comments about a useful 
language and culture conference that had elective sessions to attend, relevant city population 
information sessions, and methods sessions with teacher collaboration, the conference was 
overwhelming for a teacher with less ELL background knowledge. She attended the conference 
with colleagues of varying levels of experience and said that it was very eye-opening. Teacher 4 
and Teacher 6’s uniquely drew similarities between the structure of professional development 
and the structure of teaching and learning in general, indicating there should be an awareness of 
teachers’ varying levels of experiences, various backgrounds, and even years in the field when 
constructing and implementing professional development plans and training in the district. Their 
comments imply that much of top-down professional development needs to be revised and 
tailored to teachers’ various levels. 
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 4.5.7 Descriptive profiles of teachers interviewed  
Because the interviews provided a lot of information from teachers in a different way 
than the questionnaire was able to gather, this study has found it beneficial for continuing their 
input in the next chapter by means of describing each interviewee with a profile in light of their 
culturally relevant teaching traits that are strongest. The data from the interviews in this way is 
able to point out that teachers have unique strengths within culturally relevant teaching 
knowledge concepts that contribute to a more well-rounded staff, and also suggests that perhaps 
more collaborative efforts be made with the purpose of not only sharing the strengths with other 
teachers, but also of highlighting in a reflective way the areas from the culturally relevant 
teaching model that need more attention.  
Table 4.5.7a Interviewed teacher profiles 
Te
ac
he
r 1
 Genuine interest in knowing the names of students’ home languages as a way to build 
student-teacher relationships. Diversity conferences or culture-specific breakout 
sessions in a PD are largely helpful. As instructional strategies used in classroom 
were not specified in the interview, the bigger preference for this teacher in 
connecting to multilingual students was affective-related. 
Te
ac
he
r 2
 
Had the largest knowledge base on bringing the home languages and home culture 
into instructional strategies. Big advocate of SIOP and SIOP training, which adds to 
knowledgeability in language and content integration strategies explicated throughout 
her interview. Brings in new themes and philosophies about retention and 
internalization of PD sessions in general. Knowledgeable about IB schools and 
history of IB, and IB model’s place in the current context of an already-diverse 
student population, already-multilingual society. Speaks also to getting students to 
navigate American culture – especially school culture, for academic success and 
general literacy. 
Te
ac
he
r 3
 
Very serious about connecting to students’ cultural background. Travelled to Bosnia 
out of pure interest and motivation from students in class. Learned words in a third 
language for the same reason. Very relationship-centered as a way to teach students. 
Believes that parent communication is a must, which has also made this teacher press 
for more outreach resources and translation services as they are not always readily 
available for each language background student. This teacher was perhaps the 
strongest believer that knowing about the structure of other languages – all of them 
perhaps – and linguistics leads a better basis for teachers to know how those students 
brains are working and connect to their learning needs. Her desires for professional 
development are focused on learning more linguistic aspects of other languages like 
syntax and writing systems. 
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Table 4.5.7a (continued) 
Te
ac
he
r 4
 
Has the biggest bag of tricks – instructional strategies – for language learners in the 
classroom, and most likely all grounded in this teacher’s own knowledge-hunt for 
students’ background stories. Very proactive about learning about the home 
languages of students because it helps her figure out why students make certain 
mistakes in their written and spoken languages. Comfortable with lesson modification 
and how it works, and also believes very much in the time it takes to truly modify 
lessons. Cultural differences also have become non-barriers due to this teacher’s stop-
at-nothing outlook to finding solutions for students to learn. Holds the teaching 
philosophy that expectations are the same for all students – the teaching differences 
lie in how students learn best cross-culturally. Ideas about professional development 
are about teaching teachers as teachers teach their own students: teachers also need to 
be taught according to the level that they are at, just like in any classroom of students. 
Te
ac
he
r 5
 The language learner. Advocate of languages and how to communicate with them. 
Speaking students’ language is a way that this teacher has gleaned respect from them. 
Her keen awareness about the various languages that are a part of multilingual nations 
shows her attention to detail and garners even more respect from and connection to 
students.  
Te
ac
he
r 6
 
Strong advocate for learning from students as the year progresses by having them 
share about their backgrounds; a double-benefit: students learn, teacher learns. This 
has made her believe strongly in validating ethnic students’ voices in other areas in 
not just school, but society as well. Her nurturing, accepting, outreach-centered 
classroom has made students feel comfortable, at ease, positively talkative, and ready 
to learn, and she wishes the same for all classrooms. Believes a requirement for all 
teachers is to know the languages that their students speak. Strong ideas about 
certification and ability to teach ELL students; is it ok to not be certified in ELL nor 
have experience teaching ELL students, but still teach a sheltered content class? In 
her experience working with teachers who fit this description, she points out some are 
simply not prepared for being thrown into a sheltered content class, but language and 
culture conferences were largely eye-opening for them.  
Te
ac
he
r 7
 
Bring a perspective from Kindergarten teaching world; kindergarteners are so young 
that language ability is truly lacking, whether English or not, due to age. Aware that 
the strategies taught in an ESL endorsement are congruent with how many children 
learn in general as many of the useful ones occur everyday in kindergarten classes. 
Teaching to the youngest crowd also may explain why knowing about the languages 
was not as big of a deal as communicating in the language itself for better affective 
connection to the child. Professional development ideas are grounded in some of the 
ESL endorsement activities: home visits, culture kits as a way to highlight a country 
or culture. An advocate for students and families that do not speak out for themselves 
– also due to teaching kindergarten – the kids are young and parents may very well be 
clueless about America and how it’s run if they are new to the country and without 
English skills. 
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4.6 New Themes 
New themes were brought into teachers’ answers from open-ended questionnaire 
responses and interview responses; these consisted of all the mentions of various concepts that 
did not fall easily into the model because they were not specifically related to any area of the 
model, and instead may suggest implications to the current model described in Chapter 2. 
Teachers throughout the questionnaire mentioned these new concepts in various ways; for 
example, in Item 20 they were listed as needs, but in most other items they were reactions to 
scenarios that suggested a different point of view or action. These were listed under each 
summary table in the open ended responses report, but have been brought together here. Table 
4.4.8 shows what teachers responded with these new themes throughout the questionnaire; to 
keep in mind, these have been totaled apart from mentions related to the categories of knowledge 
in the model. 
The way that the new themes have been categorized was based on Item 20’s list of needs, 
as these were referred to in the rest of the questionnaire as well as the interviews. The first 
element was that of time, followed by collaboration, and other resources that teachers felt were 
needed. These responses deviated from the idea of culturally relevant teaching knowledge needed 
and pointed toward implications for the study. 
4.6.1 Time 
 A reoccurring theme, especially in Item 20’s needs, was that time was needed for more 
reasons than one. Four teachers alone from Item 20 mentioned time was needed to plan and 
prepare. Other mentions of time were in regards to research and implementing newly learned 
skills, strategies, and knowledge. Time was a theme mentioned legitimately by teachers who 
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seemed to be already familiar with certain aspects of culturally relevant teaching, but perhaps 
have also realized that it takes time to implement new instructional strategies, time to spend 
connecting to families and students in culturally appreciative ways, time to stop and discuss the 
critical aspects of what is being learned in class, or time to research linguistics, language, or 
other ways of bringing language into content instruction.  
Interview data also showed teachers’ desires for more time: 
I really feel like teachers just need time to go and modify the work. I think more than 
anything else, I mean, teachers need ideas – give them ideas from the professional 
development side – but then we need time to go and do this. Time to create the lesson 
plans, time to prepare the materials because we’re given all of this stuff to go do and your 
ELLs need all these pictures and stuff. Well, realistically, I’m running six to seven 
reading groups at a time – and to find all these pictures is all very time-consuming. And 
our district keeps changing curriculum –  every time you change curriculum, you have 
new vocabulary words which means you need all new pictures again.  
 
– Teacher 4 
4.6.2 Collaboration 
 Collaboration was also a theme brought up several times throughout the questionnaire 
responses. Teachers expressed the need for collaboration time with ELL teachers, collaboration 
time with outreach workers, and collaboration time in general, perhaps referring to the need to 
collaborate with other teachers in their specification. Especially since this was a theme that 
affected teachers’ ability to respond with culturally relevant teaching knowledge, the need for 
collaboration may legitimately be needed to activate awareness and familiarity among teachers 
of various levels in the categories of knowledge. 
4.6.3 Resources  
 Resources-based responses were mentioned in a variety of ways. To start, teachers 
answered Item 20 with expressed needs for more support, a good ELL department, more 
 194 
associates of ethnic origins, and more training. Other than the need for resources, teachers 
mentioned on numerous occasions how they refer to outside resources or staff as solutions for 
many scenarios. Typical responses like these include the following, from various scenarios 4 and 
5, low attending student due to family matters and disorganized student with no home support:  
Refer her to academic advisor – Teacher 19 
Try to find outside help (meaning other than me), with a counselor – Teacher 9 
 We have interpreters to help – Teacher 14 
 Case manager contact –Teacher 15 
The responses above indicate that these teachers would find outside help, but do not express 
anything about what they would do themselves in support of the student in the situation. These 
responses shift away from teaching knowledge, suggesting less familiarity with the concepts of 
culturally relevant teaching more so than time and collaboration. When a teacher hands over 
their student to other staff to “deal” with the challenging situation, this not only suggests that the 
teacher is less familiar with the ways that they can connect better to the student culturally or 
linguistically, but also leads to implications with school programming, school staff unity, 
budgets, and available resources in the schools.  
 To illustrate the contrast between the above responses that mention outside referrals as 
their only solution, Teacher 21 expresses a combination of her own adjustments as well as using 
other staff to help her learn more about the family: 
I would use a bilingual worker to help me contact the family so I could explain what 
needs to happen to papers sent home. I also would question the papers I am sending home 
and the purpose of the papers - if they are all in English, the parents might not be able to 
read them and in that case I would need to try to communicate in a different manner. I 
would also try to find out if parents are working during the evening and might not be able 
to help with organization. I would try to help teach the student how to organize their own 
papers. Homework needs to be work that students can do without assistance.  
 
– Teacher 21 
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This teacher shows unique actions taken in order to communicate with parents herself, in which 
case the bilingual outreach worker is needed, but Teacher 21 does not hand over the entire 
situation to outside staff.  
Again, those responding solely with referrals to ELL teachers or outreach workers to take 
care of the problems that are quite accomplishable through culturally relevant teaching practices 
are in need of familiarity with the culturally relevant knowledge areas. Also of note is that 
teachers with more mentions in “other” categories showed trends of less mentions in the areas of 
the model.  
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CHAPTER 5: DISCUSSION AND CONCLUSIONS 
Grounded in a need for culturally diverse students in the US in urban school 
environments to succeed academically, this study has centered on culturally relevant teaching by 
identifying the various knowledge areas suggested by literature and bringing these together to 
form a model, described in Chapter 2. The research done in the area of culturally relevant 
teaching has highlighted numerous concepts that fall under four main categories of knowledge: 
Language and communication, Instruction, Culture and community, and Critical perspectives. 
Using these areas of knowledge and the various concepts within, the research questions of this 
study were designed to bring forth the knowledge that teachers in a particular Midwest school 
district held and considered to be important. This chapter will address each of the following 
research questions paying particular attention to the types of knowledge inherent in the model. 
The intent is to gain an overall understanding of how familiar these teachers are with culturally 
relevant teaching and how important they view these areas to be so that this information can be 
useful for future professional development and teacher practice.   
Chapter 5 discusses the three research questions proposed from this study:  
1. How familiar are teachers with the types of knowledge that the literature suggests 
they need to know about their culturally diverse students in order for successful 
culturally relevant teaching to occur?  
2. How important are these types of knowledge to teachers? 
3. Do teachers view their own knowledge base of and adaptability to ethnically diverse 
students as partially the reason behind their academic success or failure? 
The open-ended data from the questionnaire and interviews were used largely to answer 
the first question. The second research question drew upon the importance ratings given by 
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teachers to many fixed-choice items from the questionnaire. The final question highlights 
teachers’ self-awareness in teaching and addresses their perception of responsibility to 
knowledge. This last question was answered through specific items in the questionnaire as well 
as through the responses to the first and second question, which will offer an understanding of 
how importance and familiarity of culturally relevant concepts work together. This chapter 
begins by discussing each research question to illustrate the gaps of knowledge in the culturally 
relevant teaching model based on the group of teachers sampled, followed by a discussion of the 
new themes that came up that are important for addressing how the model might be revised. The 
chapter ends with conclusions that imply new perspectives on culturally relevant teaching 
practices and informs structures for professional development, the implications of the study, its 
limitations, and directions for future research in the field. 
5.1 Discussion of Research Questions 
The following discussion of research questions uses the data analyzed from Chapter 4 to 
answer each question, also implying what these answers mean. 
5.1.1 RQ1: Teachers’ familiarity with types of knowledge 
The first research question this study asked was “How familiar are teachers with the types 
of knowledge suggested that they need to know about their culturally diverse students in order 
for successful culturally relevant teaching to occur?”  This study’s various open-ended items in 
the questionnaire and interviews allowed teachers to elaborate on their experiences, which 
indicated their familiarity with knowledge found in these skill areas. As the areas of knowledge 
pertaining to culturally relevant teaching skills were derived from previous literature and fall into 
four main categories: Language and communication, Instruction, Culture and community, and 
Critical perspectives, this section discusses them one at a time in regards to how teacher’s 
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responses were interpreted in order to reach an answer for their familiarity with the key 
knowledge types.  
The findings of this study showed that the most mentions of concepts were in the 
Community and Culture and Instruction areas of the model, suggesting that teachers in this study 
were more familiar with knowledge about these areas in particular. Falling behind were teachers’ 
familiarity with Communication and Language and Critical Perspectives knowledge. Figure 
5.1.1a below summarizes the findings about teachers’ familiarity with each area of the culturally 
relevant teaching model: 
 
Figure 5.1.1a Familiarity of areas of culturally relevant teaching model 
The following sections give an overview of how each area of the model was tested for 
familiarity and what teachers’ answers imply about future practice.  
5.1.1.1 Familiarity with language and communication knowledge 
Language and communication knowledge of students is perhaps the biggest area of 
knowledge for teachers to have if they teach in a culturally and linguistically diverse school 
district. Goldenburg (2008) and others explain research that shows the academic benefits of 
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having primary language nurtured along with a second language. Whereas English language 
learners in US schools may not have traditionally contributed to large gaps of underachievement 
in the past, they are a group that now comprises enough to influence achievement on a large 
scale.  
The literature in culturally relevant teaching mentions countless concepts in language and 
communication habits of students that teachers ought to be aware of in order to reach students. In 
essence, this knowledge leads to other competencies in culturally relevant teaching, especially 
that of instructional strategies. New paradigms of teaching content and language have been 
pushed in diverse areas with the purpose of reaching ELL students without lowering standards of 
high achievement; programs like SIOP, a sheltered immersion strategy, and philosophies about 
validating students’ home languages and cultures as a way to better connect them to new 
knowledge have been part of the professional development that teachers of the current study 
have participated in. Clear from the literature in this area and in the district’s attempts to place 
importance on language and communication knowledge, teachers should be familiar with this 
area of knowledge, which is why this study starts with familiarity as the first research question. 
Several language and communication concepts from the literature (and mentioned in 
Chapter 2) were placed into the questionnaire and interviews for teachers to respond to 
understand teachers’ familiarity with them. The frequencies of ideas relating to these concepts 
were used as a way to establish familiarity. Besides using every open-ended question to probe for 
mentions of language and communication knowledge concepts, in particular the questionnaire’s 
Items 26, 30, 31, and 36 contained concepts of language and communication in the prompts. In 
addition, the second interview question asked, “Can you name the language backgrounds of all 
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or some of your ELL students? What has attracted you to become aware of knowing what your 
students speak?”  
Being able to name the various languages of students is perhaps the first step when it 
comes to any language knowledge at all. This is key for gaining further language knowledge; for 
example, if wanting to learn the basic greetings of a language, would it not be nice to know what 
language it is? When it is time to find out a little more background about Suzie’s home language 
or culture, her language is a key factor for unlocking that information. Teachers responded 
positively toward knowing which students spoke what in their classrooms, and throughout the 
questionnaire teachers referenced their knowledge of what students speak, a concept consistent 
with suggestions from Edwards (1998). Teachers also showed strong awareness of languages 
represented in the classroom from the questionnaire items 10-15 in which they selected the 
various groups, and then selected the various languages within those groups. It was clear that 
teachers were familiar with what their students speak, and interviewees referenced that it was 
important for validating students’ identities. In fact, most teachers listed affective reasons for 
knowing this part of students. In a context of teachers that has perhaps placed a lot of importance 
on students’ backgrounds, it was expected that teachers would be familiar with the concept of 
knowing what languages their students speak, and perhaps shows more familiarity for connecting 
with students in a different way, which foreshadows the culture and community knowledge area. 
To be especially noted while discussing the familiarity of language and communication 
knowledge of these groups of teachers was that both the questionnaire and the interviews 
highlighted a split in the type of language knowledge teachers were familiar with: language study 
is out of the question, whereas information about students’ languages is useful. The 
questionnaire responses to items in regards to teachers’ own study or use of language was a 
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concept that was downplayed for the most part, only to be re-directed with the idea that 
knowledge about students’ languages was more beneficial. In this case, teachers were more 
familiar with knowledge that describes languages rather than with knowledge that uses language 
as a linguistic key to make connections with the minds of a bilingual student.  
Linguistic language knowledge & language study 
In regards to the breakdown of these two ways of seeing language knowledge, the 
teachers who were bilingual themselves had interesting language background perspectives to 
offer, and tended to demonstrate a greater familiarity with the aspect of language study on the 
teacher’s part; however, these teachers were small in number.  
 Other teachers alluded to the dilemma of non-Western (i.e., non-Romance) languages 
posing a problem for teachers trying to make linguistic connections. It goes without saying that 
the non-Western languages were daunting for teachers in this study. Since teachers in this 
context are more accustomed to learning the European languages like Spanish, French, perhaps 
German and Italian – the foreign languages traditionally taught in U.S. schools, this comfort 
zone in the European languages is probably the reason for the non-Western language scare that is 
seen from teachers in this study, causing even more reason to become a little more familiar with 
basic phrases and other structures of some of the less traditionally popular languages that enter 
U.S. schools.  
Because language study to be taken up by the teacher as a means for successfully connecting 
to their multilingual students received a largely negative response, most teachers in this study 
revealed that perhaps language study is a very daunting area for monolingual teachers to truly be 
familiar with unless they have the experience of learning a language, like Teacher 5 from the 
interviews. With less familiarity with language study as a concept that adds to teachers’ ability to 
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relate to students, those who have not studied another language in the past may easily feel that it 
is not necessary to learn a language as it implies a threat to their monolingual teaching 
perspective. This finding was somewhat expected because of the current US monolingual society 
that seems to purport language learning as something that only some people are good at, or a 
skill that not everyone is born with. The US may still be in the monolingual stupor, which is why 
so easily language is downplayed and therefore its benefits unfamiliar to monolingual teachers. 
But the reality is, most areas in the world are not this way, and have been able to access the 
teaching benefits that language study has to offer. Another reality that must be brought out is that 
students may be entering the US with no prior knowledge of English, but they have to learn to 
use it in school and with academic proficiency – could a little language study really be all that 
bad, and especially for engaging in a clearer understanding of this area of knowledge to better 
connect to students? It would be interesting to see districts push this idea, as it would strengthen 
especially teachers’ overall first-hand familiarity with how to structure teaching strategies to fit 
language needs. 
Knowing student language features for class community building 
 Despite whether or not a teacher was bilingual and had linguistic background to bring to 
the collaborative table, findings showed that teachers alluded to affective reasons for why to 
know some language, which correspond with culturally relevant teaching theories (Gay, 2000; 
Ruggiano Schmidt & Lazar, 2011) and with basic teaching principles as well. Especially in early 
childhood settings, if basic greetings are important in culture, then they are most likely also 
important for ethnic students’ cultures as well; the teachers interviewed in this study understand 
that a greeting in one’s own language goes a long way.  
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Teachers were also largely familiar with using other concepts in language and 
communication knowledge; lists of concepts were mentioned that included caring and empathy 
as reasons why to know basic greetings in students’ languages, interaction with cultural 
communities, awareness of differences among students’ languages and English, discourse habits 
as a way to not misinterpret the student’s form of communication, and more. Another list was 
generated in a sole item about discourse habits. Teachers’ answers behind knowing about 
students’ discourse habits not only demonstrated teachers’ knowledge about communication 
features in other cultures, but teachers also pointed to a very clear concept that communication is 
linked to just about every other aspect of social interaction (e.g. interruptions, turn-taking, 
question-asking, frustration, showing respect, behavior). Because education is highly social in 
which communication is necessary, it is clear to see that this area in the culturally relevant 
teaching model is very important as well, and that teachers are familiar with noticing the way 
students use language to communicate as important to teaching. 
Teachers’ familiarity with student communication concepts gave more breadth to the 
familiarity of the language and communication knowledge as a whole, but to also be noted is that 
the concepts of language and communication knowledge that one teacher is familiar with is a 
concept that another teacher may be unfamiliar with. Because of the degrees of familiarity 
toward language study, and the preferences of other teachers toward the characteristics of 
students’ languages, perhaps the two camps of opinion would benefit by collaborating together. 
In other words, those who preferred language study as a way to better understand and relate to 
ELL students might have a perspective that teachers who prefer to know about the basic 
structures of the languages represented in their classrooms do not have, and vice-versa. The next 
section discusses teachers’ familiarity with instructional knowledge.  
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5.1.1.2 Familiarity with instruction knowledge  
The instructional knowledge area for culturally relevant teaching is mainly based on 
theories that have suggested teachers must be able to adapt their teaching methods to fit the 
ethnic learning styles (Reid, 1995) of students and make “pedagogical bridges that connect prior 
knowledge with new knowledge” (Gay, 2002, p. 113). Research has also suggested that teachers 
allow students to expand on their prior knowledge – a strategy known to culturally relevant 
teaching (Castro, 2010; Gay, 2002; Ruggiano Schmidt & Lazar, 2011). Included in prior 
literature on culturally relevant teaching are several key concepts and strategies that teachers 
ought to use when teaching a class of multilingual students. 
Familiarity of instructional knowledge area was gauged by the frequency of mentions put 
forth by teachers in regards to their strategies used in teaching multilingual and ELL students. 
The study’s goal was not to delve into a critique of teachers’ practices used; rather, the purpose 
of looking at familiarity with instruction knowledge was to investigate teachers’ willingness to 
attempt to adapt their teaching methods in ways that would accommodate linguistically diverse 
students. In this way, their familiarity was put to the test for how they make changes to the way 
that they teach as new information is learnt about their students’ backgrounds based on the area 
of knowledge about instruction (Gay, 2000; Ladson-Billings, 1995; Ruggiano Schmidt & Lazar, 
2011).  
Teachers’ familiarity with the instruction knowledge area of the culturally relevant 
teaching model was stronger than the other areas, and almost equal in familiarity with the culture 
and community knowledge area. Teachers demonstrated their knowledge of strategies in the way 
that they responded to the various scenario items, and in particular Items 21 and 48 that asked 
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teachers to describe how they craft new ways to respond to students and how they allow students 
to utilize prior knowledge.  
Even though instructional concepts were of the most frequently mentioned by teachers 
based on the tokens counted, teachers varied in how they integrated their instructional knowledge 
with other concepts in the model for a more dynamic strategy. In other words, those who fused 
more than one area of knowledge from the model showed a more well-rounded outlook on how 
they might reach their students, but this seldom happened. This is shown from the findings from 
Scenario 1 and 2. Especially from items that elicited blended responses, such as Item 64 on 
creating a successful classroom culture and Item 48 on allowing students to utilize prior 
knowledge, teachers did not seem to be familiar with how to blend cultural knowledge with their 
instructional practices. Instead, they centered on cultural and community knowledge solely in 
response to a question about how they might allow students to utilize prior knowledge. In 
essence, this item intended to uncover creative ways that teachers might blend an instructional 
concept with a cultural one, but instead, they largely stuck to culture sharing. This implies that 
although teachers are able to list strategies that they may have learned from strategy-based 
professional development, their ability to integrate the strategies uniquely with other cultural or 
communication knowledge about students was limited. This finding can be understood because 
of the lower familiarity in the language and communication knowledge area and the critical 
perspectives knowledge area.  
Because of the unique way that instructional knowledge is integrated with the other areas 
of knowledge, a variety of other types of concepts were also expected in teachers’ responses to 
questions about what teachers have done to adapt their teaching practice to connect with 
multilingual learners, such as talking to parents to seek new information about a struggling 
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student, or protocols for involving other staff members (i.e., special education, ELL teachers, and 
translators). These responses more closely related to the class community section of the model, 
discussed below.  
5.1.1.3 Familiarity community and cultural knowledge  
Building community among culturally diverse learners is an element of the culturally 
relevant classroom (Gay, 2002) and doing so by getting involved in the community and 
involving parents in a partnership for students’ education has been suggested by Ladson-Billings 
(1995) and Ruggiano Schmidt and Lazar (2011). Many refugee students need a much different 
kind of teaching, one that is grounded in bringing them up to speed about what affects their 
success in school (MacNevin, 2012). Several authors have referenced the types of knowledge 
bases that lead to how this kind of teaching is done best when there is discontinuity between 
school and home (Ruggiano Schmidt & Lazar, 2011; Ladson-Billings, 1995). Due to differing 
cultural beliefs and expectations, Ruggiano Schmidt and Lazar (2011) suggest a deep knowledge 
and fostering a reciprocal learning system on the teachers’ part with the communities of students 
in their classrooms.  
Teachers showed a high familiarity with the concepts within the culture and community 
knowledge area, as seen in Figure 5.1.1a, based on the number of times they mentioned these 
concepts in their answers to open questions. The items in particular that elicited community and 
cultural knowledge were Items 38 and 39 on ways diversity is celebrated in the classroom and 
school-wide, and Scenarios 3, 4, and 5. In response to these items, teachers came up with not 
only very numerous ways to respond to situations, but they showed keen awareness for gaining 
more knowledge in the area of culture, and for gaining more knowledge from parents, families, 
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and communities. Unique lists of ways teachers mentioned concepts in this category of 
knowledge are found throughout the results in Chapter 4’s open-ended section. 
As Gay (2002) argued the importance of building a community out of a classroom, stating 
that this is a key element needed in culturally responsive teaching, it was expected that teachers 
would be able to present ideas that reflected this practice of building community in response to 
the Scenario items; in fact, class community building was a noticeable feature of many of the 
teachers’ comments, even in their responses to questions that did not specifically aim to target 
that area. The ways in which the teachers claimed they attempted to build a classroom 
community were varied, as noted in Chapter 4.  
Teachers need to be prepared to be sensitive and caring (Gay, 2000), but also prepared to do 
their own research to constantly learn about the situations that their students come from 
(Ruggiano Schmidt & Lazar, 2011). In a similar way, teachers alluded to ways that they have 
done this even in the face of legitimate challenges involving the cultural barriers to learning. 
Especially noted by the interviewed teachers, teachers showed a persistence to break down the 
barriers with ways that they have built class community and have taken action to learn as much 
as possible about students’ backgrounds. When teachers make a priority of understanding their 
students from refugee backgrounds as much as possible, especially when an ethnic student has 
seen trauma beyond what seems capable of seeing at a young age, the behaviors of those students 
and mechanisms of those students are more holistically understood (Ruggiano Schmidt & Lazar, 
2011) and are able to be connected to learning processes. 
Teachers in the current context referred many times to students coming from refugee 
situations and answered with keen knowledge about connecting to them that is congruent with 
Ruggiano Schmidt and Lazar’s (2011) volume specifically in a chapter about teachers’ reciprocal 
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learning from non-dominant cultural communities by Estrada, Estrada, and Li. Some teachers 
realized from experience that their classroom is run in a way that needs to be specifically taught 
to newcomers, and others knew from ELL training or professional development that they would 
need to do this. An interesting perspective brought about several times from Teacher 6 was that 
part of the curriculum and responsibility of the teaching staff was to do outreach for these 
students; many of them indeed needed to be taught new customs that most American-born 
students would never need.  
As a whole, this was an area strongly commented on. Teachers showed familiarity with 
concepts about students’ cultures, concepts about reaching out to families, and concepts about 
involving themselves in the communities. Before grouping all the responses to say that everyone 
is equally familiar with concepts of culture and community knowledge, this area of knowledge 
also comes with varying degrees of familiarity, as can be seen in Table 4.4.7b based on the 
shades of color indicating teachers’ mentions in each category. It is clear, however, that 
professional development has done well in addressing this knowledge area as critical to teaching 
in a diverse urban environment.  
5.1.1.4 Familiarity with critical perspectives knowledge  
The underlying goal to critical perspectives taught to students is that their voices be 
empowered (Cummins, 2000; Gay, 2000; MacPherson, 2010) and that they be motivated to 
advocate for themselves and implement change in the direction of a more multicultural society as 
opposed to a society that approves of only one cultural set of values (Elbow, 1999; Trimbur, 
2006). It is a knowledge area important to understand as it fits in with Cummins’ and Elbow’s 
explanations of the complexity of language, culture, and power connection in society, and 
referenced in culturally relevant teaching knowledge by Ladson-Billings, 1995, Gay, 2000, and 
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MacPherson, 2010. Brought together by other researchers in education (Cummins, 2000; Gay, 
2000), the critical view that language, culture, and power influence each other should be directly 
taught to students in diverse classrooms to expose students to the cultural dynamics of learning.  
Important for the current study is that teachers have enough knowledge to understand from 
history, culture, and society what truly is mainstream so that they may help ethnic students take 
part in understanding the cultural contexts. These concepts were counted and totaled for an 
overview of teachers’ familiarity with critical perspectives, which would allow them demonstrate 
this competency in the classroom, but this area of the model was altogether much lower in 
comparison to Instruction and Community and Culture. This section discusses why that might 
be, since there were several open-ended questions to allow teachers to demonstrate their 
knowledge with the concepts in this area. 
The items on the questionnaire that aimed specifically at critical perspectives knowledge 
were Item 67 (Scenario 6), Item 41 about mainstream cultural ideals, and Item 57 about the 
cultural influence on learning. Every other item in the questionnaire was also probed for 
teachers’ own mentioned concepts regarding critical perspectives.  
Two items specifically asked teachers what they understood by a concept in critical 
perspectives, that of mainstream cultural ideals and the cultural influence on learning. The 
responses were divided almost in half each time – those who were familiar with the concept, and 
those who were not. The last scenario item also pleaded for answers referring to strategies in 
critical perspectives, but what happened in this scenario was that teachers only mentioned a few 
varieties of how to do this. In this way, critical perspectives may need to be grounded also with 
strategies, thus implying the need for strategy-based professional development that highlights 
how teachers can add this to their teaching.  
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Responses that did elicit more references in critical perspectives were those scenarios in 
which students struggled with some aspect of being welcome in their new environment, or not 
understanding fully the culture of school, to which only few teachers alluded to their strong 
familiarity with how they use outreach to respond to these students. However, even though 
strong familiarity was demonstrated on behalf of fewer teachers, this suggests that teachers on 
the whole lack critical perspectives, but may benefit from collaborative efforts that are led by 
those teachers who have shown strong references to its use.  
Expected from teachers’ open-ended responses throughout the questionnaire and throughout 
interviews were specific ways to show their familiarity of the concept in the prompt. As teachers 
deviated from concepts in one area to cite concepts in other areas of the model, there is a clear 
way that teachers have shown their familiarity preferences in various areas of the model. 
Viewing familiarity in light of the frequency totals in Figure 5.1.1a above is a way to see what 
area needs work on overall, but looking at the familiarity levels of each teacher individual has 
shown that there are already teachers who may have strong understandings and weak 
understandings of various concepts; collaborative efforts may be suggested so that the important 
areas of culturally relevant teaching may be shared among teachers who possess more familiarity 
with them.  
5.1.2 RQ2: How important are these types of knowledge to teachers? 
The second research question looks at the knowledge areas of the model in terms of how 
teachers perceive their importance. It was expected that if teachers were familiar with a concept 
of culturally relevant teaching, they would also feel it was important. Likewise, if a teacher felt a 
concept in culturally relevant teaching was important, they would clearly show that they were 
familiar with it.  
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Teachers answered fixed-choice items on the questionnaire that asked them to rate the 
importance of several concepts from culturally relevant teaching literature described in Chapter 2 
of this study, and results to these items came together to reach an answer to how important 
teachers view the knowledge areas to be. Because familiarity of the knowledge areas has already 
been noted in the first research question with discussions of a few implications, this section 
discusses now the importance ratings from chapter 4 of this study, interpreting them as grouped 
into the four knowledge areas of knowledge.  Figure 5.1.2a shows the average percentages of 
importance per area:  
 
Figure 5.1.2a Importance of areas of culturally relevant teaching model 
Each area of knowledge received between 70% and 90%, indicating only slight variation in how 
teachers viewed their importance. Nevertheless, the visual in Figure 5.1.2 displays the 
knowledge areas in a way that shows a clear preference for Instruction and Critical Perspectives, 
an average importance for Community and Culture, and finally, less importance viewed toward 
Language and Communication. This overview of importance suggests that more attention may 
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be needed in the language and communication knowledge area, especially knowing that this was 
an area that was also less familiar to teachers. 
5.1.2.1 Importance of language and communication knowledge  
The ranking for the language and communication knowledge concepts indicated that 
overall, this was an area that received the lowest rated importance, but that even more interesting 
was the way that teachers rated the individual concepts. The findings described in Chapter 4’s 
summary of fixed-choice items for importance, section 4.3.6, as each concept within language 
and communication knowledge are shown by rank, suggest that teachers preferred the concepts 
that specifically referenced students communicative habits or norms, over the linguistic 
differences or practices that students come to class with. For example, discourse habits, cultural 
communicative norms, body language, how to pronounce students’ names, students’ language 
background in general, and their literacy practices were all rated above 80% in importance. The 
lower-rated concepts were to know the names of students’ languages, knowing about their 
linguistic practices, knowing about their code-mixing practices, and language study in general; 
the latter concepts were rated with averages between 31% and 73% in importance. 
The split between the lower-rated concepts and the higher-rated concepts seemed to be 
characteristic of the concept of “linguistics” vs. “students” with a descriptor about how they use 
communication in class. This split was also seen in the familiarity analysis. The less perceived 
importance of linguistic-based concepts in language and communication knowledge suggests that 
teachers may not see its benefit to teaching. Understanding teachers’ less familiarity with these 
same concepts combined with the lower importance placed on them indicates that these concepts 
of knowledge will be difficult to gain reputation amongst teachers in this context. In other words, 
teachers may essentially be saying, “I am not familiar with this, and I do not think it is 
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important.” Rather than curiosity to describe the concept, this statement intends unwillingness or 
perhaps a fear for gaining knowledge in the concepts at hand. Considering once again the 
monolingual state of most teachers in this study, the linguistically associated concepts are 
daunting for them, affecting their view of importance of them.  
Much more important to teachers in this study was to know about students’ language 
differences and backgrounds. This finding is for the most part congruent to the familiarity shown 
above toward the same type of concepts. Teachers show their willingness, through both high 
importance ratings and more familiarity with these concepts, to be quite culturally relevant in 
reference to these knowledge concepts about students.  
Nevertheless, a combination of knowledge in all the concepts within language and 
communication knowledge would produce much more balanced culturally relevant teachers, 
especially ones who are better able to use instructional strategies highlighted for language 
connections. 
5.1.2.2 Importance of instruction knowledge  
The instruction knowledge area was the second-least rated area of knowledge in 
importance, rated at an average of 88% with all concepts combined. This was the area most 
highlighted in terms of familiarity, especially with the strategies associated with culturally 
relevant teaching, and likewise, teachers rated instructional strategies as an important area to be 
knowledgeable in. Interesting in this section’s importance ratings is how each concept differed in 
comparison to other areas of knowledge (see Table 4.3.6b).  
The lowest scored concept for importance in the language and communication section of 
the model was about building on multilingual students’ prior linguistic knowledge, but it is still 
much higher on average, in comparison to previously rated areas in language and 
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communication; especially noteworthy is that although teachers view it important to build on 
linguistic knowledge, they have rated knowing about students’ linguistic practices much lower. 
There seems to be a contradiction in strategy knowledge and language knowledge from this 
finding that raises a suspicious question – do teachers believe it is possible to build on students’ 
linguistic knowledge without knowing about it first? According to the literature in culturally 
relevant teaching, the knowledge to be gained in regards to students’ language use is highlighted 
as extremely important (Gay, 2000), thus calling for an interesting kind of professional 
development that pinpoints teachers’ views about this kind of knowledge for implementing the 
strategies that they see to be important. 
 Finally, knowing about ethnic students’ learning styles is a prominent factor in teachers’ 
ability to connect to students (Ladson-Billings, 1995; Gay, 2002). Literature by Gay (2002) 
brings out cultural learning styles as a core aspect of achieving “cultural congruity in classroom 
instruction” (p. 112), which is one of Gay’s five essential elements. Teachers indicated this as 
very important, in line with prior literature, which suggests teachers should be willing to gain 
knowledge appropriate for understanding how students learn the ways that differ from American 
students.  
Much of the strategies that fall under instruction are not fully effective without teachers’ 
knowledge about students’ cultures, which was an area that received slightly lower importance 
ratings on average, discussed below. 
5.1.2.3 Importance of culture and community knowledge  
 Teachers importance ratings for the culture and community knowledge area was 80%, 
below both Instruction and Critical Perspectives, but higher in importance than Communication 
and Language. Surprising in this area of knowledge was how the various concepts were ranked; 
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higher rated items tended to be general concepts, and lower rated items involved more specific 
concepts that were highly related to the more general concepts. This finding suggests that 
teachers perhaps understand the general idea of what is important to know in regards to their 
students, but are unsure of where to focus their attention in order to be well-rounded in a 
knowledge about student background, for example. 
To further the example of student background, this was rated with 95% importance, but 
knowing about students’ historical achievements, their cultural histories, birthplaces and reasons 
for migration were rated below 75% importance. Students cultural practices is another general 
concept that was rated with 93% importance, but family cultural practices were seen as less 
important, 78% as well as knowing about the community in which students live, also 78%. These 
contradictions in this knowledge area suggest that not all teachers have made the connection 
between what is needed to have a better knowledge base for the more general concepts they see 
to be important. 
Taken as a whole, the culture and community knowledge area of the culturally relevant 
teaching model was viewed with average importance in comparison to the other areas, but it still 
received an 80% importance average. The interesting interpretations based on how each concept 
within this area was ranked suggests that more attention be given to this area that helps teachers 
know of ways to further their knowledge about students’ backgrounds, as many of the specifics 
about student backgrounds were rated much lower than the general. Combining the importance 
ratings with familiarity shown from open-ended responses, this is an area of culturally relevant 
teaching that is valued by teachers in the diverse context that they teach in, but more 
collaborative efforts may be needed to widen the ways that teachers gain knowledge in this area, 
and in regards to helping students learn. 
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5.1.2.4 Critical perspectives knowledge importance 
Critical perspectives concepts brought forth in fixed-choice items were rated by teachers 
for an overall importance of 85%, slightly less than the instructional area, but more than 
language and communication and culture and community. The findings from the ranking of 
importance in this area were similar to the culture and community area of knowledge, although 
slightly different. One over-arching concept, that of seeing students succeed in the larger society, 
forms the foundation of the entire concept of critical perspectives, but due to its wording, there 
would be no teacher that disagrees with this concept. It received a 100% importance rating from 
teachers, whereas the more specific details of critical perspectives knowledge were seen as 
slightly less important. 
Difficult to keep separate from the familiarity, this area of knowledge is one that was 
quite lower in terms of familiarity, but had a higher perceived importance. Of various ways to 
interpret this contrast, a statement may that says, “I am not familiar with concepts in critical 
perspectives, but I think they may be important,” may explain its significance. The statement 
describes a teacher who is curious about critical perspectives knowledge concepts, but may need 
professional development in some way that addresses the concepts in very specific ways so that 
teachers can begin to utilize them more fully in their teaching.  
The importance ratings differ from the familiarity analysis in unique ways: the critical 
perspectives and instruction knowledge areas were the highest rated for importance, but the 
critical perspectives knowledge was less familiar to teachers in this study. On the other hand, 
language and communication remained lower than the other areas in both perceived importance 
and in familiarity. Receiving the lower end of importance ratings were culture and community 
with language and communication. The statements in the discussion above regarding critical 
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perspectives foreshadowed what the following figure intends do for all of the areas in the 
knowledge model based on teachers in the current study:  
 Familiarity  + 
Familiarity  
–  
Importance 
+  
1. Instruction  
Familiarity: 33%  
Importance: 88% 
2. Critical Perspectives 
Familiarity: 17%  
Importance: 85% 
Importance 
–  
3. Community and Culture 
Familiarity: 34%  
Importance: 80% 
4. Language and 
Communication 
Familiarity: 33%  
Importance: 73% 
Figure 5.1.2b Familiarity and importance combined 
From the visual, statements can be made to describe how teachers understand knowledge in each 
of the categories, and each statement gives power to implications about professional 
development. The first quadrant indicates that the group of teachers is familiar with instructional 
knowledge and sees it as important. This represents the targeted feature of all culturally relevant 
teachers for all knowledge areas, although, based on data from teachers in this study, instruction 
was the only best fit for quadrant 1. The second quadrant describes a group of teachers who, as 
already stated above, are not familiar with critical perspectives knowledge but do see it as 
important. The third quadrant describes a group of teachers who are familiar with community 
and cultural knowledge, but do not think it is important. Although this seems to suggest that the 
teachers largely rated student backgrounds lower, the specifics indicated less importance toward 
concepts that contribute greatly to understanding in this area. Finally, the fourth quadrant 
describes a group of teachers who are not familiar with language and communication knowledge, 
and who do not see it as important. This last quadrant’s description elicits the most concern, and 
suggests attention be geared toward developing this area of the model. 
An interesting finding is that with a high importance and familiarity of instructional 
strategies, it seems teachers would also need knowledge in the other three areas with more 
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refinement than what the data has shown in this study. Teachers of this study for the most part 
have indicated that teaching classrooms of ethnically diverse students must come with finding 
new strategies to acknowledge differences, but do not necessarily view the knowledge areas with 
as much importance as they should to accomplish their teaching goal. The next section on 
teachers’ self-awareness reveals slightly more information in accordance with understanding 
one’s own responsibility toward knowledge. 
5.1.3 RQ3: Teachers’ awareness of their responsibility to knowledge 
Literature for this study supports the idea that teachers have a responsibility to obtain 
knowledge regarding many areas of their students’ cultural backgrounds that in turn support 
teaching practice and teachers’ decision-making (MacPherson, 2010; Mann, 2005). Concepts 
about self-awareness of a culturally relevant teacher have involved ideas from Castro (2010) that 
reiterate the importance of teachers to be aware that their worldviews are uniquely shaped by 
their own life experiences – this helps teachers be reminded to keep searching for knowledge 
about students so that their worldviews may also be brought to the forefront and not downplayed 
as “other.” The kind of awareness referenced by Castro is connected in part to a keen awareness 
in critical perspectives. Finally, Buxton, Lee, and Santau have also shown work on what teachers 
see as barriers to ethnically diverse students’ learning, an interesting way to see how teachers 
view themselves in the overall picture of student failure and success.  
Culturally relevant teaching is grounded in the notion that it is possible to reach students 
despite mandated curriculum from above (Ruggiano Schmidt & Lazar, 2011) by pointing to 
bottom-up classroom strategies and teacher knowledge as solutions; but, without awareness of 
what is needed and a way to analyze one’s own teaching practice in light of teacher knowledge, 
the impossibility still resides very near teacher’s perceived abilities to make connections in new 
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culturally relevant ways. To answer the third research question, “do teachers view their own 
knowledge base of and adaptability to ethnically diverse students as partially the reason behind 
their academic success or failure?,” Items 18, 68, 69, and 70 were constructed to provide data 
that could be analyzed for teachers’ awareness of responsibility to obtain knowledge, and 
teachers’ answers indicate that some do view their knowledge base as related to students’ success 
or failure, and some not see this yet about themselves. Interpretations have been made that point 
toward professional development implications.  
The self-awareness items form a section, which received a particularly low perceived 
importance rated by teachers and averaged the totals. Especially of note is Item 70, options e and 
f, as shown in Table 5.1.3a below. Because teachers did not select a teacher’s own lack of 
cultural and language knowledge as a barrier to success, this was considered an indication that 
they did not see cultural and language knowledge to significantly impact student achievement, 
but still, 10 teachers out of 28 did select these two options. Also to be noted is that Item 17’s 
importance rating consist of “extremely” and “very” knowledgeable combined. 
 220 
Table 5.1.3a Teachers’ self-awareness items 
Item RANK Knowledge area Importance 
69 1 To reflect on cultural relationships and experiences 96% 
63 2 Awareness of personal bias 89% 
17 3 Knowledgeability of cultures 71% 
70j 1 High mobility of students in the class is a barrier to success 64% 
70b 1 Pressure to teach to a test is a barrier to success 64% 
70c 2 State assessment is a barrier to success 61% 
70h 3 Discontinuity between school and home is a barrier to 
success 
54% 
70k 3 Limited resources is a barrier to success 54% 
70g 4 Lack of parental support is a barrier to success 46% 
70a 5 Problematic instructional time scheduling is a barrier to 
success 
39% 
70e 6 Teacher’s lack of knowledge in student’s home culture 
is a barrier to success 
36% 
70f 7 Teacher’s lack of knowledge in student’s home language 
is a barrier to success 
36% 
70i 8 Limited student skill is a barrier to success 36% 
70d 9 Low student retention is a barrier to success 7% 
Average: 66% 
 
Key to answering the third research question was Item 70, constructed in part from 
literature by Buxton, Lee, and Santau (2008). Teachers saw pressure to teach to a test and state 
assessment as barriers to multilingual learners’ success, consistent with Ruggiano Schmidt and 
Lazar’s (2011) volume; their purpose was to highlight ways around the notion of being 
influenced by pressures of the curriculum and from above that teachers cannot “do” anything 
about. Top-down factors as these prove to be barriers that teachers can rarely influence. On the 
other hand, teachers also selected high student mobility as a barrier that has hindered academic 
success, another factor that is partially controllable, but a legitimate barrier nonetheless. Because 
10 out of 28 teachers in this study considered teachers’ lack of knowledge in students culture and 
home language to be barriers to their learning, a finding that differs from Buxton, Lee, and 
Santau (2008), the answer to research question 3 cannot be “no,” but rather it depends on who 
the teacher is.  
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Because most teachers have indicated top-down factors to be the barriers more than the 
bottom-up factors available in the options of Item 70, this may indicate that teachers actually do 
not see themselves as able to gain enough knowledge or skills to change the course of hindered 
academic success within diverse student populations. Culturally relevant teaching literature 
suggests otherwise, but according to the findings in the teacher self-awareness items, the first 
step would be to acknowledge the bottom-up power of teacher knowledge. It is ironic that the 
results indicate that teachers do see it to be important to reflect on cross-cultural experiences and 
learn more about their students, but have not determined the knowledge to be gained from those 
reflective experiences to matter toward student success, except for the small number of teachers 
who selected more consistently in all the above items. 
Item 18 also was a part of answering the third research question. It hinted at the notion 
that a class full of monolingual students is different than a class of students who speak various 
other languages, and thus the teaching should also be very different (Gay, 2000; Ruggiano 
Schmidt & Lazar, 2011). Only nine out of 37 teachers (24%) responded that their teaching would 
be “very different.” Most selected that it would be “somewhat different.” This finding may 
indicate one of two things: that teachers view their teaching of culturally diverse classrooms the 
same as if they were teaching non-culturally diverse classrooms because they are unaware of the 
differences needed to teach such a contrasting student population, or that they have undertaken 
culturally relevant teaching strategies so much so that they have decided these strategies they 
would also use in any mainstream-education classroom. It is hard to truly know what teachers 
were thinking as they responded to this item, but in relation to Gay’s (2000) perspective, teachers 
ought to know that the teaching is very different. Using Gay’s own Likert rating of “very 
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different” as the benchmark, this finding suggests teachers need more awareness of how their 
teaching should look in regards to making it culturally relevant to students.   
Overall, it is difficult to answer research question 3 because of the majority of teachers 
who answered in contrasting ways to the items regarding self-awareness; however, for the nine 
to ten teachers who answered sensitively toward a critical self-awareness, for these teachers only, 
it can be that yes, they view their own knowledge base and adaptability to ethnically diverse 
students as partially the reason behind their academic success or failure. Besides the fact that 
eleven teachers considered teachers’ own knowledge base about students to be the reason for 
hindered success, most teachers required an extra push to see the true reason behind their 
positive opinion for knowing about students’ cultures and backgrounds.    
5.1.4 Toward a model to reflect teachers in context 
The discoveries made in this study in regards to teachers’ familiarity with, importance of, 
and perceptions of responsibility toward the four areas of knowledge from the culturally relevant 
teaching model point to a different way of perceiving the model. Because previous literature in 
culturally relevant teaching has not addressed ways for the knowledge areas to represent a 
particular context of teachers in a specific population, this study brings in the relevant factors 
that might allow this to happen. The new themes brought forth in teachers’ explanations and 
experiences are considered here with a focus on informing professional development and 
practice (see Section 4.6 in Chapter 4).  
The teachers in this study are teaching in a diverse, urban area, and for a district that has 
already required ESL endorsements or training in sheltered immersion and represent a variety of 
levels of experience in teaching and have had a variety of training. The context helps in 
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understanding the legitimate challenges that teachers brought up in their answers, which mainly 
consisted of the themes of collaboration, time, and interesting thoughts about resources. 
5.1.4.1 Collaboration 
Collaboration between every possible figure in the teaching and learning picture, that of 
teachers, students, parents, administrators, and others, is part of D’amour and Oandasan’s (2005) 
framework on interprofessionality. In the case of culturally relevant teaching, mainstream 
teachers and ELL teachers has probably always been a framework in schools with ELL 
programs, but for highly linguistically diverse student populations, collaboration between 
teachers with the outside community and teachers with cultural and linguistic resources may be 
much more needed. MacPherson (2010) alludes to this kind of collaboration in when discussing 
her findings about how teachers benefited from collaborative conversations about intercultural 
incidents in schools. A systematic establishment of collaboration in professional development 
regarding the two areas in the most need for culturally relevant teaching to be better, and for 
increased awareness is an implication for practice and for training that this study suggests based 
on its findings. 
Collaboration was not only a mentioned need among teachers in this context, but it may 
also be a key aspect of how training could be structured. Keeping in mind that professional 
development has already caught on to relevant aspects of the model that need highlighted for 
more well-balanced culturally relevant teaching staffs, collaboration may be one way to develop 
the familiarity of critical perspectives knowledge and the perceived importance of culture and 
community knowledge. These were the knowledge areas with overall importance and familiarity 
implications, but each area was pinpointed with very culturally relevant ideas by various 
 224 
knowledgeable teachers, and the variety of their responses showed the need for collaborative 
efforts. 
5.1.4.5 Time 
Culturally relevant teaching competencies and knowledge assume a great deal of time for 
the current context of teachers, and in addition to the natural time-consuming nature of many of 
its aspects (e.g., constant communication with families, outreach for newcomer students with no 
school cultural background), the teachers of this context are only slightly familiar with practices 
of integrating content and language in their teaching. Throughout the data of this study, whether 
or not teachers were aware of it, teachers mentioned that they would give extra help to a student, 
do whatever it takes, offer tutoring after school, contact the parents, go to their homes, have 
meetings with outreach workers – the list goes on – but all of these efforts require time.  
Teachers called for time to research, plan and prepare, Teachers who are determined to 
gain this knowledge do not learn everything quickly – there is too much to know. It is a process 
that takes time and reflection on the teacher’s behalf to become more familiar with ethnic 
learning styles; and of course, the more diverse a classroom, the more there is to know. Once a 
constant amount of knowledge of students’ backgrounds is acquired, teachers may be able to feel 
comfortable with the aspect of time. This suggests that over time, if teachers are unyielding in 
their efforts to gain familiarity for all concepts in culturally relevant teaching and acquire the 
skills and competencies that the model describes, perhaps less time will be required of the 
culturally relevant teacher, assuming that they have become inherently culturally relevant. 
Teachers also called for time for collaboration with ELL teachers and outreach workers. 
Not only does time intersect with other themes like collaboration, but also uniquely with that of 
using outside resources. 
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5.1.4.4 Culturally relevant knowledge as the new “resource” 
Teachers in this study mentioned responsibilities assumed by themselves and other staff 
in response to helping multilingual students; scenario items especially provided a basis for seeing 
how teachers responded to situations. It was expected that many classroom teachers would 
mention handing over issues to ELL teachers or support staff to handle because they are 
specialized in the ESL field. On the contrary, many classroom teachers were familiar with the 
way their ELL students learn and need to be taught, not simply handing over any “cultural” issue 
or challenge to the ELL teachers to deal with (Webster & Valeo, 2011; Major, 2006). This 
finding may be due to the SIOP training that most secondary teachers have had, or ESL 
endorsement that most elementary teachers have had. There were still participants, on the other 
hand, who indicated that they would refer to the outreach worker or ELL teacher to work with or 
tutor the struggling student.  
More important to note about using outside resources was the different ways that teachers 
came up with in how and why they consulted others for help, and this combines with 
collaboration and time once again. Some teachers referred to the unique ways that they consulted 
outside staff in order to learn more about a student’s culture or language. When this happens, not 
only does the teacher gain more culturally relevant teaching knowledge, but she also has 
collaborated with an outreach worker and used time wisely by not breaking the connection 
between student and teacher through a simple handing-over of a situation or challenge.  
These new themes have been specifically brought up by teachers, and analyzed using 
teachers’ responses elsewhere in the survey and interviews. They also point to how the culturally 
relevant teaching model might be modified so that it reflects these necessities for the current 
context of teachers. 
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5.1.5 A new model to reflect teachers in this study’s context 
 The culturally relevant teaching model described in chapter 2 of this study attempted to 
bring together the relevant literature that supported four areas of knowledge needed for 
competency and skills for teaching culturally diverse students. This study has looked at a group 
of schools in a large Midwest urban district and surveyed teachers in this context to gauge their 
familiarity with and importance of the four areas of knowledge. Figure 5.1.5a below displays 
what this model now looks like with regard to the current teachers’ needs.  
 
“Time and collaborative efforts needed in culturally relevant teaching:” 
 
Figure 5.1.5a Revised model 
The model above is titled “Time and collaborative efforts needed in culturally relevant 
teaching” to suggest that the model be understood as needs-based. The three areas labeled #1, #2, 
and #3 are the three areas that contribute to a more dynamic instructional practice. Strategies that 
teachers use must all draw from the other three knowledge areas; culturally relevant teaching 
strategies cannot exist without this knowledge. Although teachers were familiar with strategies, 
they did not necessarily make the connections necessary for deeply connecting student prior 
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knowledge to new knowledge. This is why instruction has been placed in the middle and 
connected to the other areas. 
 The largest square is also labeled number 1 to indicate this is the area needing most work, 
according to data from this study’s teachers. The second largest, labeled with #2, is critical 
perspectives. The third largest is culture and community. The sizes of each of the areas of 
knowledge that surround instruction indicate the amount of time and collaboration needed; the 
larger areas are those requiring more attention, followed by #2, and then #3.  
The model above is intended to describe needs for one particular group of teachers, in 
response to their particular context, and at one point in time. As it is also based in what teachers 
need, the next section pulls together how professional development might be structured in 
response to the revised model. 
5.2 Conclusions 
The current study started out with a model based on prior theories in culturally relevant 
teaching in order to put it to test through a group of teachers in a diverse context of students. This 
model presented culturally relevant teaching knowledge as reflected in this group of teachers. 
The findings of this study inform relevant districts about the types of professional development 
by which they may benefit. These were suggested not only through data that revealed that 
teachers were familiar with areas and unfamiliar in other areas of culturally relevant teaching 
knowledge, but also through evaluations of the professional development from teachers 
themselves. This conclusion section will bring together what the new contextualized model has 
indicated, followed by what this means for professional development in districts like the one 
described in this study.  
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5.2.1 Familiarity and importance of key knowledge  
According to the literature, teachers who are familiar with the types of knowledge 
suggested in culturally relevant teaching and who consider these to be very important are those 
teachers who are on their way to providing diverse classrooms with instruction that connects to 
students, a dynamic class community, increased flow of communication, and a perspective to 
critique with students what is being learned and why. This study pointed out that teachers of this 
context viewed instruction knowledge as very important and were likewise familiar with 
strategies to use. On the other hand, language and communication knowledge received less 
importance and less familiarity.  
Also clear from the data is that teachers held varying degrees of familiarity and 
importance toward the knowledge areas of culturally relevant teaching. Because of this, it is 
important that professional development design takes into account that teachers need instruction 
about the knowledge areas receivable at varying levels. The next section highlights the direction 
for future professional development based on this study’s data in more detail. 
5.2.2 Impact of findings on professional development 
This section suggests, based on findings in this study, ideas about professional 
development. The study’s open-ended questionnaire responses and interview answers were able 
to gather enough information from teachers about the context of the study and to be able to 
describe the professional development that has already been implemented with staffs in this 
group of schools. Stemming from Powell’s (1997) constant pedagogical critique, the practices 
suggested for professional development in this section are based on bottom-up teacher 
development in culturally relevant teaching. Most practices in professional development imply 
commitment on the teachers’ behalf, corresponding to Mann’s (2005) suggested type of bottom-
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up teacher development because only so much can be done to realistically implement mandated, 
district-organized professional development.  
One area that has been highlighted is culture and community; various concepts about 
placing value on students’ cultural backgrounds and languages have been addressed in 
professional developments like culture and language conferences, immersion simulation 
trainings, and even ELL endorsements have placed focus on this area of culturally relevant 
teaching knowledge. This was apparent through teachers’ frequent mentions of concepts in these 
areas, and interviewed teachers’ sensitive descriptions of how they valued and cared for students 
in their classes, respecting their differences.  
The language and communication knowledge has also recently been addressed through 
the district’s professional development, and perhaps more recently. Teachers talked about how 
SIOP training has helped them understand how to nurture language along with content, ways to 
use vocabulary, and various conferences on linguistics have helped teachers in this area. 
According to the revised model, a direction toward more language knowledge is needed.  
To highlight the language and communication barrier to learning and simultaneously 
illustrate how a teacher might possess the skills to tackle it, a professional development session 
taught in an unfamiliar language would be beneficial. The teacher of the session would be a 
native speaker of a non-Romance language, with which teachers in this study indicated being 
uncomfortable. This would help teachers to see first-hand what it might be like for students in 
their classrooms trying to use English – a language ringing only with noise than meaning. With 
appropriate language-bridging strategies used at the same time during the session, teachers 
would also gain insight for how to perform similarly in their own classrooms. 
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Because teachers showed varying strong practices and others showed practices that have 
not yet blossomed, two suggestions for professional development can be made. One is that 
collaboration among teachers should become a regular routine in professional development as a 
way for strong knowledge of strategies, concepts, and ideas to be shared amongst other staff 
members. This type of development emulates MacPherson’s (2010) collaborative conversations 
about culture as a way to utilize the power of collaboration to reflect upon concepts and thus 
strengthen relevant areas in culturally responsive teaching knowledge. Professional development 
sessions could be led by teachers who have shown strong abilities in teaching critical 
perspectives, for example, or who have a stronger sense of building class community through 
involving parents. This kind of session has a sense of collaboration and can be structured in such 
a way that recognizes teaching staff members are in need of different training.  
Home visits were mentioned by one teacher as a valued way to connect to students’ 
families that allowed the teacher to learn more about their lives. Visiting students’ homes can 
easily be transformed into an on-going professional development tool to increase the interaction 
with students’ families and build class community. Not only is interaction with home and 
families a class community building activity that everyone benefits from, the act itself reveals to 
teachers valuable information that leads to a better understanding of students’ backgrounds, 
cultures, and family lives. Time spent connecting to families in this way is also used for teachers 
to gain new cultural knowledge; activities like this suggest killing two birds with one stone. 
A more difficult implementation of teacher knowledge-gain is to make the effort to work 
collaboratively with other staff, families, and students to inquire as much as possible about 
students and their situations rather than handing them over to other staff to take care of the 
situations. When teachers do all that they can to seek out necessary knowledge themselves when 
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faced with language or cultural barriers to successful academic connections as evidenced by 
select teachers in this study, they will have gained invaluable knowledge that informs their 
practice. Teachers also commented on the helpfulness of collaborative professional development 
conferences; collaboration of all kinds could be a useful addition for regular or weekly 
professional development in the topic of connecting to culturally diverse students. 
Stemming from collaboration and being able to inquire about what students need and 
what teachers should know more about is a sense of self-reflectiveness. Being self-reflective is 
included throughout literature in culturally relevant teaching and included in this study not as a 
main area of knowledge but rather as a valuable skill that works to strengthen the areas of 
knowledge and vice-versa. A few essentials of a professional development session regarding 
teacher self-reflection would be that teachers learn how to describe their own cultural histories 
and their own literacy practices that they grew up with, and then learn how to contrast these 
experiences of theirs to their students’. Some of these ideas are derived also from Castro (2010), 
and help teachers to begin understanding culture and literacy in such a way that is needed for 
teaching multicultural classrooms. Critical self-reflection implemented in professional 
development feeds directly into critical perspectives knowledge; likewise, knowledge in critical 
perspectives may be the area in the teaching model that most contributes to a better teacher self-
reflection. 
Teachers may also want to attend sessions that help them to address their own view 
regarding their responsibility to knowledge. For example, for many teachers who answered that 
their knowledge base does not present any barrier to student success, a reflective session may be 
needed in which teachers can learn about how they can use their own knowledge about students’ 
languages and communication habits or processes to structure a lesson. Because many 
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professional development sessions have focused on strategies, teachers perhaps gave input that 
revealed their familiarity with the strategy, but their comments did not necessarily indicate their 
familiarity with the knowledge that informs the strategy.  
Apart from the areas of knowledge suggested by previous literature that helped devise the 
culturally relevant teaching model for this study, teachers brought new themes into the picture 
that also demonstrated their awareness and understanding about the types of responsibilities they 
have in teaching culturally diverse students. Most of these themes have pointed toward a type of 
professional development that encourages teachers on an individual level to develop themselves 
in knowledge about their students while using the classroom as their training grounds.  
5.3 Implications 
As addressed above, the study’s findings have implications for school districts in search 
of ways to improve professional development for schools that comprise large populations of 
linguistically and culturally diverse students. Teachers may also benefit from the suggested ways 
for professional development as many findings point to bottom-up teacher development. This 
section will elaborate on these ways. The final part of this section, however, will focus on 
implications for researchers who intend to conduct a similar study.  
 One practical goal of this study was to inform school districts of the knowledge areas 
needing more focus and development. The importance that teachers’ awareness of languages and 
communication habits in the classroom and class community building knowledge are means to 
culturally relevant teaching is one construct to highlight in professional development; however, 
the way in which this is carried out must reflect teachers’ varying levels perceived responsibility 
toward the knowledge areas.  
 233 
Time spent on collaboration with outreach workers for gaining cultural and language 
knowledge, collaboration with other staff, collaboration with families, home visits, and cultural 
projects should be configured into professional development design to decrease the perception of 
an overwhelming lack of time to gain knowledge or implement strategies. Teachers in the current 
study need time to plan, prepare, and modify materials and instruction according to new 
constructs learned from professional developments.  
For researchers hoping to shed more light onto effectiveness of professional development 
on the topic of culturally relevant teaching, this study can offer several directions. Three 
possibilities will be outlined here. First and foremost, this study offered a model of what themes 
are important in culturally relevant teaching according to existing literature, and then expanded 
on the model based on the findings of research within a specific context. This adjusted model 
now needs to be compared to new contexts. Secondly, researchers might embark on conducting 
observations of actual professional development sessions to probe for the areas of knowledge 
being highlighted and match these with the teaching methods used to convey these areas. 
Observations of professional development could point toward identifying what professional 
development focuses on, how it is structured, and how teachers are told to use the knowledge or 
strategies gained, all of which would build on the current study.  
Because this study mainly used perceptions and opinion-based data from surveyed 
participants, findings reveal information about what teachers think to be important, but do not 
reveal anything about actual teaching practices in classrooms. As a third possibility for further 
research, classroom observations could add an interesting dimension to determine what teachers 
actually do in their practices in response to what they say they know about culturally relevant 
teaching.  
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5.4 Limitations 
The methodology of the study contained areas that may have limited its reliability and 
validity in various ways. The length of the online questionnaire was much greater than 
recommended, and may have discouraged potential participants from beginning or completing it, 
especially those more timid about the topic. Originally desired was to gather the opinions of 
teachers who had not had much professional development to respond to culturally diverse 
classrooms; however, the sample of the current study showed a great degree of training in 
teaching ELLs, especially with respect to the interview participants.  
 Along that vein, important limitation to bear in mind is the interest level of the 
participants of the current study. The teachers who participated in the survey appeared to be very 
invested in the topic, which may have skewed the results in particular directions. These 
participants spent time and energy on a long online questionnaire; many open-ended answers 
were quite elaborate. The findings may look very different if the study could have included the 
voices of those teachers who were not as invested in completing the survey.  
Teachers responding were only from five different schools, although these schools were 
purposefully selected (see Chapter 3). Surveying a larger number of schools would have served 
to make more general recommendations about what the entire district could offer for professional 
development. Basing a program’s content on the needs of a select district can cause problems of 
match. Although several schools make up the entire metropolitan city school district, it is 
surprising the number of cultural groups that gravitate toward one school or another, 
necessitating that the district provide a particular program in that school only. Because the five 
schools surveyed were particularly rich in diverse students in the classrooms, the ESL 
programming implemented via the district administration was much stronger there than in other 
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pockets of schools. With that said, it would have been useful to hear from the teachers in schools 
that have not had strong ESL programs. Opinions and ideas from teachers in other schools may 
have originated from a different perspective – differences substantial enough to affect the results 
with new and interesting information, especially for comparison. 
Another limitation involves the methodology for analyzing teachers’ familiarity with and 
importance of the concepts of culturally relevant teaching. Because the study depended on 
teachers’ elaborated responses to probe for their mentioning of concepts important to a culturally 
relevant teaching model, there was no way to control for the teachers who mentioned areas 
beyond the scope of the model if they had already exhausted the scope of the model. For 
example, if Teacher 12 only mentioned a need for collaboration and failed to mention that 
knowledge about her students’ ethnic languages has gotten her to the point in her teaching career 
where she now sees a need for collaboration, this study was unable to give her credit for her 
familiarity with student’s ethnic languages, if this was her case. This limitation means that many 
teachers who were less familiar with areas of the model according to this study might actually be 
very familiar with the areas but commented only on their current interests that have arisen after 
exhausting the areas of the model. More strategies in methodology may be able to compensate 
for this error in the findings, such as recalls in the questionnaire, more questions to validate 
response, discourse analysis, interviews for personal history, or classroom observations; 
however, the current study used the data given to it as the only basis for describing familiarity 
with concepts. 
 Coding for frequency of mentions of each concept from teachers’ responses was also an 
area of the study in need of more structure. One teacher’s instructional strategy might have been 
based largely in part to his knowledge in language and communication use of his students, but 
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his answer was only coded to represent the instruction area of knowledge. This error in coding 
potentially takes away from the total of one area of knowledge and inflates the other. In this 
sense, the open-ended responses data was in need of a more systematic coding, and with more 
insight about the strategies used in order to know if also they needed to be coded for another area 
of knowledge.  
Items to reflect familiarity needed to be represented for each category of the knowledge 
model in a way that allowed an equal chance for teachers to express their familiarity with it. For 
example, the study showed that there was less familiarity with critical perspectives based on the 
fewer mentions of concepts in critical perspectives, but this may also mean that the questionnaire 
did not adequately provide scenarios or terminology to trigger the area of critical perspectives 
enough for teachers to address it in their responses. Items were created to allow teachers to 
express their familiarity with each area of knowledge equally, but this was subjective to the 
researcher’s outlook and interpretation of prior literature.  
 Similar to only utilizing one way of analyzing teachers’ familiarity among countless 
strategies, it was difficult to devise a model of the different competencies of culturally relevant 
teaching that is easily applied to a teaching context for evaluation. The difficulty lies in that the 
competencies are not mutually exclusive; each area of culturally relevant teaching is bounded to 
the other. So, to evaluate teachers in one area means that another area may be somewhat ignored. 
No matter how holistic the approach used to gain a sense of teachers’ importance of and 
familiarity with culturally relevant teaching, a methodology that reflects the integrated feel of 
culturally relevant competencies is necessary for future research of the same nature. 
 Because this study preferred a natural and holistic approach to understanding the 
culturally relevant teaching practices and ideas of a current context of teachers and did not 
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simply focus on one area, the topic under investigation was very broad. This study did not go 
into depth about the more particular meanings and differences behind teachers’ open-ended 
responses, even though there were many potential ways of analyzing them more deeply; his has 
made the study feel incomplete. To counter this, future research might continue the study by re-
interviewing or sending follow-up emails in order to ask participants to comment on their 
previous answers even more.  
5.5 Future Directions 
The current study examined the thoughts of a group of teachers who were involved in 
culturally relevant teaching in that they were working with large populations of English language 
learners and has created a model to reflect their perceived importance and familiarity toward four 
knowledge areas that constituted a well-rounded culturally relevant teacher. The current sample 
of teachers contained those with high levels of experience in teaching to diverse student 
populations; also part of the current sample were those with less experience but who had pre-
service training in ESL methods and strategies that contributed to their knowledge base in 
culturally relevant teaching. For future research, a similar study could be conducted in contexts 
where teachers, both experienced and novice, are working in classrooms that have fewer English 
language learners, or none at all, to see what their views are on culturally relevant language 
teaching. Do these teachers understand the connection between their own understanding of 
cultural education and their practices? How well might they be prepared to teach a new 
demographic of students when the time comes?  
Within this idea, future research designs should consider ways to encourage more 
participation from teachers outside the vested interest pool. The survey tool and interview 
 238 
questions would have to be greatly adapted if targeting schools less accustomed to culturally 
relevant teaching knowledge areas in order to maintain participants’ confidence in responding.  
To provide an even broader perspective, it would be useful to survey another district 
altogether. The districts outside of the metropolitan area provide an interesting basis for 
culturally relevant teaching and ESL because these schools have perhaps never had students 
from non-English speaking language backgrounds.  
Collecting data for this study was a particularly enjoyable experience because if offered 
the opportunity to go to the workplaces of teachers; this experience helped me to grasp the very 
real situations that teachers are faced with everyday and have to find some way to adapt. From 
my previous job as a bilingual outreach worker in a school within the same district, I have 
always respected the classroom teachers who took the time to communicate directly with parents 
through my help of interpreting, who picked my brain for knowledge about Latino culture and 
traditions, and who spent time in class to acknowledge and respect every student’s unique 
background and language. Through conducting this study I was able to meet and interact with 
seven more teachers like these.  
The challenges of teaching to constantly changing cultural populations cannot be 
underestimated. Teachers who are dedicated to teaching culturally diverse classrooms are likely 
to constitute some of the smartest and most dedicated individuals in the world due to the sheer 
amount of cultural knowledge needed in order to teach students in one class. I was impressed 
with each teacher I met, and for all different reasons. Each had unique perspectives to offer the 
field of teaching. From the experiences they shared, I found that is not an easy task to connect 
with culturally diverse students in ways that encourage their academic success, and that teachers 
do not automatically know how to do it best. Culturally relevant teaching, like any other area in 
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life, is truly an ongoing learning process – one that this study has evaluated with the hope of 
making sure the learning continues to take place. 
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APPENDIX 
Questionnaire Breakdown of items and types 
Item # Item prompt Item type Corresponding 
Knowledge Area 
“Teaching specification & experience, under 1 minute.”  
(Items pertaining to teaching demographics) 
1.  What is your current teaching 
specification? 
Multiple choice 
with text entry 
Demographic 
Information 
2.  Are you monolingual or bilingual? Multiple choice 
with text entry 
Demographic 
Information 
3.  How many years of teaching experience in 
the public schools do you have? 
Multiple choice Demographic 
Information 
4.  How many students do you teach on 
average each school day? (secondary 
teachers only) 
Ratio data Demographic 
Information 
5.  How many English Language Learner 
students do you teach on average each 
school day? (secondary teachers only) 
Ratio data Demographic 
Information 
6.  How many students do you teach on 
average each school day? (Elementary 
ELL, Special Ed, Art, Music, PE teachers 
only) 
Ratio data Demographic 
Information 
7.  How many English Language learners do 
you teach on average each school day? 
(Elementary ELL, Special Ed, Art, Music, 
PE teachers only) 
Ratio data Demographic 
Information 
8.  How many students are in your class this 
school year? (Elementary classroom 
teachers only) 
Ratio data Demographic 
Information 
9.  How many English language learner 
students are in your class this school year? 
(Elementary classroom teachers only) 
Ratio data Demographic 
Information 
“Specifying your students' home languages - about 1 to 3 minutes.” 
(Items pertaining to student languages) 
10.  Please select the language backgrounds of 
your English language learner students. 
(check all that apply) 
Multiple choice Language and 
Communication 
11.  Please select the African languages that 
are represented by your ELL students 
(check all that apply) 
Multiple Language and 
Communication 
12.  Please select the Asian languages that are 
represented by your ELL students (check 
all that apply) 
 Language and 
Communication 
13.  Please select the European languages that 
are represented by your ELL students 
(check all that apply) 
 Language and 
Communication 
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14.  Please select the Middle Eastern languages 
that are represented by your ELL students 
(check all that apply) 
 Language and 
Communication 
15.  Please list any other languages spoken by 
your students that you are aware of. 
 Language and 
Communication 
“Cultures in the classroom - 8 questions, about 5 to 10 minutes.” 
(Items pertaining to cultural learning styles and diverse learning needs.) 
16.  How important do you think it is to allow 
your teaching practice to change or adapt 
as you find out new information about 
your ethnic students? 
Multiple choice 
3-point Likert 
rating 
RQ1: Instruction 
17.  How necessary do you think it is to adapt 
your teaching practices to connect more 
closely to multilingual or ethnic students’ 
learning styles? 
Multiple choice 
3-point Likert 
rating 
RQ1: Instruction 
18.  How different do you feel your teaching 
practices would be if teaching a class of 
students of your same ethnicity and 
teaching a class of students of various 
ethnicities? 
Multiple choice 
3-point Likert 
rating 
RQ3 
19.  How necessary do you think it is to learn 
about the backgrounds of your students as 
a means to better encouraging their 
success? 
Multiple choice 
5-point Likert 
rating  
RQ1: Culture and 
Community 
20.  What do you think you need in order to 
make standards, assessment, instruction, 
and culture fit together in your teaching 
practice? 
Open ended 
statement 
RQ2 
21.  Do you use your professional knowledge 
to craft ways to respond to your students 
of diverse learning needs despite the 
structure of the core curriculum? If so, 
please describe. 
Dichotomous 
with text entry 
RQ1: Instruction 
22.  One of your ELL students in your class 
has had interruptions in her schooling in 
her home country, and due to these 
interruptions, her skills in your subject or 
class are three levels below grade level. 
I have been in this situation or a 
similar one before.  
I have never experienced this 
situation. 
Dichotomous  RQ2 
23.  How might you modify your course 
content or instruction to meet the needs of 
the student in the above situation? 
Open ended 
extended 
response 
RQ2 
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“Students' language backgrounds in the classroom - 13 questions, about 10 minutes.”  
(Items pertaining to Communication as linked to culture and cognition) 
24.  How important do you feel it is to know 
the specific languages that your students 
speak or the language background that 
they come from (for example, knowing 
that Sara speaks Somali, Jin speaks 
Chinese, José speaks Spanish, and Sam 
speaks Tigrinya)? 
Multiple choice 
3-point Likert 
rating 
RQ1: Language and 
Communication 
25.  Is it important is it to be familiar with the 
discourse habits of ethnically diverse 
students? 
Dichotomous RQ1: Language and 
Communication 
26.  Why or why not? Open ended 
statement 
RQ2: Language and 
Communication 
27.  How important do you think it is to know 
about your students’ ethnic 
communication style of body language 
(i.e., eye contact)? 
Multiple choice 
3-point Likert 
rating 
RQ1: Language and 
Communication 
28.  How important is it to know about your 
students’ cultural communicative norms 
(i.e. laughing, talkativeness, requests)? 
Multiple choice 
3-point Likert 
rating 
RQ1: Language and 
Communication 
29.  Do you feel that it is necessary to know or 
study another language or other languages 
in order to successfully connect to 
multilingual students? 
Dichotomous RQ1: Language and 
Communication 
30.  Why or why not? Open ended 
statement 
RQ2: Language and 
Communication 
31.  How much linguistic knowledge about 
ethnic languages do you feel is necessary 
in order to successfully teach multilingual 
students in your classroom? Please 
explain. For example, "only the basic 
grammar rules of a second language" or 
"the greetings and small phrases of two or 
three other languages" 
Open ended 
extended 
response 
RQ2: Language and 
Communication 
32.  How important is it to know about your 
students’ linguistic practices (for example, 
the way their first language is pronounced, 
the way their first language is written, if 
they already write in this language, etc.)? 
Multiple choice 
3-point Likert 
rating 
RQ1: Language and 
Communication 
33.  How important is it to know about your 
students’ literacy practices? (i.e., knowing 
what kinds of practices your ethnic 
students already do on a regular basis that 
are connected with literacy.) 
Multiple choice 
3-point Likert 
rating 
RQ1: Language and 
Communication 
34.  How important is it to know about your Multiple choice RQ1: Language and 
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students code-mixing practices? (i.e., 
students who are part of different 
ethnolinguistic groups who have come into 
contact with others and perhaps have 
practiced with mixing languages) 
3-point Likert 
rating 
Communication 
35.  Your students are working together in 
small groups, and you notice that a group 
of students are switching a lot between 
English and Spanish (or English and 
another language). 
I have been in this situation or a 
similar one before.  
I have never experienced this 
situation. 
Dichotomous  Language and 
Communication 
36.  What is the number one way you have 
handled or would handle this situation? 
Open ended 
extended 
response 
RQ2: Language and 
Communication 
“Students' culture & heritage - 13-16 questions, about 15 minutes.” 
(Items pertaining to cross-cultural negotiating) 
37.  How important is it that your students see 
themselves as a positive part of the larger 
society? 
Multiple choice 
3-point Likert 
rating 
RQ1: Critical 
Perspectives 
38.  Do you celebrate diversity in your 
classroom? If so, please describe ways in 
which you do so. 
Dichotomous 
with text entry 
RQ2: Culture and 
Community 
39.  In what ways does your school celebrate 
diversity? 
Open ended 
extended 
response 
RQ2: Culture and 
Community 
40.  How important is it that you know the 
histories of the cultures represented in 
your student population? 
Multiple choice 
3-point Likert 
rating 
RQ1: Culture and 
Community 
41.  How would you describe, “mainstream 
cultural ideals”? 
Open-ended 
statement 
RQ2: Critical 
Perspectives 
42.  How important is it to know about 
inconsistencies between mainstream and 
other cultural systems? 
Multiple choice 
3-point Likert 
rating 
RQ1: Critical 
Perspectives 
43.  How important is it to build on ethnically 
diverse students’ experiences, knowledge, 
opinions or emotions? 
Multiple choice 
3-point Likert 
rating 
RQ1: Instruction 
44.  How important is it to build on 
multilingual students’ prior linguistic 
knowledge (for example, a student's oral 
or written fluency in another language 
other than English)? 
Multiple choice 
3-point Likert 
rating 
RQ1: Language and 
Communication 
45.  How important is it to know from ethnic 
students' parents about what they want to 
Multiple choice 
3-point Likert 
RQ1: Culture and 
Community 
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see in their child’s academic growth? rating 
46.  How important is it to distinguish 
individual ethnic students’ backgrounds 
from one another (for example, knowing 
that Lily speaks Arabic and has 
experienced the trauma of a war and that 
Sarah speaks Chinese and is in the US 
with her family because of her father’s 
job)? 
Multiple choice 
3-point Likert 
rating 
RQ1: Culture and 
Community 
47.  On a scale from 1 to 5, with 5 being the 
most important, please rate in importance 
of knowing about the following individual 
distinctions about your ethnically diverse 
students: 
Place of birth 
Language background 
Reasons for migration 
Pronunciation of names and 
naming systems 
1-5 Rating scale RQ1: Culture and 
Community; 
Language and 
Communication (see 
options to rate) 
48.  Do you give ethnically diverse students 
opportunities to utilize their prior 
knowledge and experiences to better 
understand and connect new knowledge? 
If so, what is an example of what you have 
done? 
Dichotomous 
with text entry 
RQ2: Instruction 
49.  How important is it to establish a close 
partnership with your ethnic students’ 
parents or caregivers? 
Multiple choice 
3-point Likert 
rating 
RQ1: Culture and 
Community 
For the following 3 scenarios, please answer at least one. 
50.  An ESL student in your class is withdrawn 
and is often crying. He refuses to speak 
except to say that he wants to return home 
to his native country since it was not his 
choice to come here. 
I have been in this situation or a 
similar one before.  
I have never experienced this 
situation. 
Dichotomous RQ2 
51.  What actions would you take to address 
the above student’s situation? Further, how 
might you modify your teaching practice 
in a way that responds to this student’s 
situation? 
Open ended 
extended 
response 
RQ2 
52.  Maria is a Mexican student whose 
attendance is very poor. It is affecting her 
Dichotomous RQ2 
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academic performance. After an absence 
of several days, you ask her why she was 
out and she explains that her aunt was sick 
and her family went to help her. Although 
you explain the importance of good 
attendance in school, the same thing 
happens a few weeks later. You wonder if 
Maria’s family considers education 
important. 
I have been in this situation or a 
similar one before.  
I have never experienced this 
situation. 
53.  How would you respond to the above 
situation? 
Open ended 
extended 
response 
RQ2 
54.  Thi Lien is a new student from Viet Nam. 
She seems bright and alert but gets no help 
from home. The papers you send home are 
still in her backpack the next day. 
Important correspondence is never 
acknowledged. She doesn’t do homework 
and forgets to bring back library books. 
Her home life appears to be very 
disorganized. 
I have been in this situation or a 
similar one before.  
I have never experienced this 
situation. 
Dichotomous RQ2 
55.  How would you respond to the above 
situation? 
Open ended 
extended 
response 
RQ2 
Students' communities & cultural contexts - 12 questions, about 10 minutes  
(Items pertaining to socio-ethnic activism) 
56.  Do you believe that society's cultural 
values as well as your own culture have an 
influence on ethnic students' learning in 
your classroom? In other words, does the 
content you teach and/or the way you 
teach it have an effect on a student's 
receptivity to learning? 
Dichotomous RQ1: Critical 
Perspectives  
57.  Why or why not? Please explain. Open ended 
statement 
RQ2: Critical 
Perspectives 
58.  What knowledge do you feel is needed in 
order to make teaching compatible with 
the sociocultural contexts of your 
Multiple 
selection with 
text entry 
RQ2 
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ethnically diverse students? Feel free to 
expand on any choice. 
59.  How important is it that you know the 
conflicts that exist among cultures 
represented in your ethnic student 
population and dominant cultures of this 
country? 
Multiple choice 
3-point Likert 
rating 
RQ1: Critical 
Perspectives 
60.  How important to your teaching is it that 
you know of current events around the 
world? 
Multiple choice 
3-point Likert 
rating 
RQ1: Critical 
Perspectives 
61.  How important is it to know about the 
stereotypes that are associated with 
various ethnic groups that may be 
represented in your classroom and school? 
Multiple choice 
3-point Likert 
rating 
RQ1: Critical 
Perspectives 
62.  How important is it to know about your 
own personal attitudes and biases 
regarding your students and their culture, 
class, and gender? 
Multiple choice 
3-point Likert 
rating 
RQ1: Critical 
Perspectives 
63.  On a scale from 1 to 5, with 5 being the 
most important, please rate the importance 
of being familiar with the following social 
contexts of your ethnically diverse 
students: 
Family life at home 
Schooling system of the home 
culture 
Family cultural practices 
Community in which students live 
Parents' expectations and cultural 
beliefs about their child's education 
1-5 Rating 
Scale 
RQ1: Culture and 
Community 
64.  What knowledge do you think is needed in 
order to cultivate a classroom culture that 
implies success for your ethnically diverse 
students? 
Open ended list RQ2 
65.  On a scale from 1 to 5, with 5 being the 
most important, please rate the importance 
of knowing about the following areas 
concerning different ethnic groups: 
Cultural values 
Learning styles 
Historical achievements 
1-5 Rating scale RQ1: Culture and 
Community; Critical 
Perspectives (see 
options to rate) 
66.  The head of your department continues to 
be adamant that you use the same textbook 
that the other teachers in your school are 
using for your course. Despite your 
colleagues’ enthusiasm for this text, and 
Dichotomous Critical Perspectives 
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your department head’s insistence, you 
feel that this textbook presents the subject 
matter from an exclusively Western-
European point of view and does not 
portray a balanced picture of your subject 
as it exists in today’s world. 
I have been in this situation or a 
similar one before.  
I have never experienced this 
situation. 
67.  Given the necessity of continuing to use 
this particular textbook, what might you 
do to make your course more inclusive and 
give students a more balanced view of the 
subject/s you teach? 
Open ended 
extended 
response 
RQ2: Critical 
Perspectives 
General cultural knowledge & student success - 3 items, under 1 minute  
(Items pertaining to teacher self-awareness) 
68.  How knowledgeable should teachers be 
about multilingual students' home 
cultures? 
Multiple choice 
5-point Likert 
rating  
RQ3 
69.  How important is it for teachers to reflect 
upon their intercultural relationships and 
multicultural experiences (for example, 
how they interact with people of other 
cultures versus how they interact with 
people of the same culture)? 
Multiple choice 
3-point Likert 
rating  
RQ3 
70.  Which of the following, if any, do you 
believe to be barriers that hinder ethnically 
diverse students’ success in your 
classroom? (check all that apply) 
Problematic instructional time 
scheduling  
Pressure to teach to a test  
State assessment  
Low student retention 
Teacher’s lack of knowledge in 
student’s home culture  
Teacher’s lack of knowledge in 
student’s home language  
Lack of parental support  
Discontinuity between school and 
home 
Limited student skill  
High mobility of students in the class  
Limited resources 
Multiple 
selection 
RQ3 
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Your thoughts on professional development regarding English language learners and 
diverse students - 2 questions, about 3 minutes  
(Items pertaining to professional development) 
71.  Have you heard of or attended professional 
development or other training 
opportunities that addressed ways in which 
you can support your multilingual learners 
via teaching methods? 
Multiple choice Insights for 
Professional 
Development 
72.  Please describe how the professional 
development or training was helpful or 
unhelpful. 
Open ended 
extended 
response 
Insights for 
Professional 
Development 
73.  What kind of professional development or 
training do you think would be helpful for 
you in supporting culturally diverse 
students? 
Open ended 
extended 
response 
Insights for 
Professional 
Development 
 
Item 20 Responses: needs for congruency of standards, assessment, instruction and culture 
Knowledge-based Teacher 
more time, broad understanding of culture and how it affects learning. 
appreciation for different cultures 
Teacher 1 
more information about students' backgrounds and cultures Teacher 3 
to know the student as an individual, levels of reading and math skills, learning 
styles 
Teacher 4 
to know each student as individual and the classroom as a whole, student 
backgrounds and academic experiences help to know how it best fits to assess 
them 
Teacher 8 
know more about student background  Teacher 17 
background information on students, level of English, language spoken at home, 
cultural practices 
Teacher 36 
content knowledge of subject area, creativity, knowledge of students Teacher 33 
knowledge about customs in culture Teacher 34 
Action-based  
more inquiry and project based learning Teacher 2 
home visits Teacher 7 
collaboration time with ELL teachers in the district Teacher 12 
time to research, plan and prepare Teacher 16 
ways to present information Teacher 23 
time to plan, time for working collaboratively with ELL teachers Teacher 24 
time to plan and implement Teacher 25 
collaboration time with outreach workers, strategies Teacher 26 
collaboration time and research in adapting instruction Teacher 28 
to be able to adjust to students constantly Teacher 29 
Resource-based  
resources appropriate for students Teacher 6 
IB model Teacher 9 
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a good ELL department Teacher 10 
more support Teacher 11 
curriculum guide that is crafted to meet the language acquisition needs not just 
content needs 
Teacher 13 
more associates of ethnic origins Teacher 14 
support and more training Teacher 15 
cultural liaisons to assist with helping to understand impact of culture on 
curriculum, and communication with students and families 
Teacher 20 
Professional development Teacher 22 
SIOP model, modeling, guided practice Teacher 32 
more technology Teacher 37 
 
Item 21 crafting ways 
Response Teacher 
I modify the materials as needed and create many of my own.  I try to find 
examples of different cultures in the books I use and the pictures I show. 
Teacher 1 
A good teacher needs to take them where they are and move them to the next 
level.  Using SIOP helps. 
Teacher 2 
I try to teach the core curriculum in ways that work with and for my students. Teacher 3 
I would say the biggest change is the use of visuals and the use of more tangible 
items.  I use pictures on all my posters and use more models and illustrations 
when working on story problems.  I do find that when working with new comers I 
spend a lot more time working on basic vocabulary (colors, numbers, 
prepositions, and pronouns).  During reading groups I have copies of the text so 
the students can highlight words, punctuation, plurals etc. 
Teacher 4 
I am constantly tying in my students' unique backgrounds in to the curriculum.  I 
often address standards by using supplemental texts I find on my own, that I 
know will truly capture my students' attention, make sense to them, as well as 
provide a connection to their own lives.  This is necessary for learning to take 
place, in my opinion. 
Teacher 6 
I use a lot of visual support for things I do.  Sometimes students translate for me. Teacher 7 
Rephrasing directions, modeling with pictures Teacher 10 
Lots of visuals and rephrasing Teacher 11 
use pictures and pairing of students Teacher 14 
Acknowledge that the core has cultural bias and work to explain to my students. Teacher 15 
They come with many different levels of English and math. So they are divided 
into math groups so that we can help them 
Teacher 17 
Use Sheltered Instruction Teacher 19 
I try to learn about the different cultures, so I can use examples from their 
background to help them to understand concepts more clearly.  
Teacher 20 
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I look at previous education experiences or lack of education experiences and 
build background knowledge to help supplement those lacking. 
Teacher 21 
Using knowledge of their cultural needs to meet their academic needs, lots of 
picture support for teaching. 
Teacher 22 
Picture cues, outside resources, etc.  Teacher 24 
Differentiation and enrichment despite the Core Teacher 25 
I use lots of scaffolding, project based learning Teacher 26 
Reading levels, more visuals, expectations for writing lowered Teacher 27 
I work to adapt, adjust and accommodate due to my understanding of their 
reading levels and abilities. 
Teacher 28 
I teach word attack directly.  In other words, I teach them many options of what 
to do independently when they come to a word they do not know when reading.  
The core includes many strategies for comprehension but not for word attack. 
Teacher 29 
Modifications, accommodations - reading aloud, picture explanations, vocabulary 
study, Frayer models, use of notes & group work on tests 
Teacher 30 
Talk to them Teacher 31 
 
Item 23 (Scenario 1) below grade level student 
Response Teacher 
more visuals and graphic organizers, cooperative pairs and groups, materials that 
have grade appropriate concepts but lower reading level 
Teacher 1 
The content might not be modified, but scaffolds would need to be inplace to 
help fill the holes.  Students need to do project based learning and inquiry 
approaches or the design cycle to help construct meaning.   
Teacher 2 
More realia and picture supports, partnering with a peer who can assist/explain, 
provide some instruction at her language level while at the same time trying to 
provide the same instruction as the classroom/grade level content. 
Teacher 3 
As stated above, I spend more time making sure I have visuals and spend more 
time on vocabulary.  In one case the child didn't want to be at school so I spent a 
lot of time trying to make school more 'fun' so she would come each day.  I also 
spend a lot of effort making sure those students have friends in the class 
Teacher 4 
I would say about 99% of my students fit the above description. Our ELL 
population is made up of refugees, meaning that they ALL have had their 
schooling interrupted, or have been part of nontraditional education like refugee 
camps. / I modify my course content by incorporating skills that are essential to 
be a good learner. Much of my class is not just reading, writing, listening, and 
speaking, but also incorporates topics like hygiene, life skills, rules in our 
society, etc. An ELL teacher's job extends FAR beyond just classroom content. 
Teacher 6 
We would need to split up their day both in their grade appropriate level and 
then also some time in the instructional level classroom with ELL support. 
Teacher 7 
I use differentiation in a variety of ways. I use whole-brain teaching and kagan 
strategies to engage my students. Having ELL groups, I am able to switch 
students in and out of levels as necessary and focus on skills they specifically 
need.  
Teacher 8 
Using the IB model and then adapting it to students. Teacher 9 
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Again, our ELL department really helps fill these gaps. Teacher 10 
Intervention groups where individual needs are met.  Scaling of assignments.  
Lots of pictures.  Some support staff 
Teacher 11 
Develop small groups or stations where individual students' needs can be met. 
Differentiate as much as possible. 
Teacher 12 
Honestly, this has been highly difficult due to the large number of ELL students.  
When I have been able to I have provided reading materials at grade level and an 
increase in scaffolding.  However, given the limited number of resources 
provided in my ELL classroom, this becomes incredibly challenging 
Teacher 13 
provide extra help Teacher 14 
Understanding and empathy. Teacher 15 
ELL support groups, tutoring with a bilingual community outreach worker, 
pairing them up with another native speaker of their language, and small groups 
with myself. 
Teacher 16 
have her work with the ELL tutors Teacher 17 
I would assist the student by scaffolding current instruction, and assist them in 
building skills.    
Teacher 20 
Almost all of my students are in this situation. I teach curriculum at the level the 
students are at or slightly above. 
Teacher 21 
Use preschool and Kindergarten materials to help build their background 
knowledge and readiness skills. 
Teacher 22 
Help her to build the background skills needed. Teacher 23 
Work with the student one on one and determine what level he/she is on and 
work from there in small groups, individually, and modified assignments 
Teacher 24 
Work with ELL teacher and parents to fill gaps Teacher 26 
Individual time and instruction to teach key terms and concepts. Look at the 
curriculum to determining what pieces are essential to learning the objectives. 
Teacher 27 
My students have special needs so I adapt everything anyway.  It is adapted to 
their performance levels. 
Teacher 28 
Provide graphic organizers, adjust reading materials and work with her current 
ELL teachers to make adjustments as needed 
Teacher 29 
Have them read books at their level with support-technology, volunteer, peer, 
teacher as much as possible.  Do lots of running records and have the student 
write down what they learned for each reading session-even if this mean I write 
it and they copy it.  Make graphs so they can see their progress.  During the 
reading sessions use sketching or finding images on the computer to help with 
understanding. 
Teacher 30 
modified curriculum - only meet the basic expectations of the course / and 
strategies listed in previous question 
Teacher 31 
It's tough, because the majority of the class is up to speed.  Seems counter-
productive to slow down for a couple of students 
Teacher 32 
Supplement work. Work one on one with student.  Teacher 37 
Find material at her reading level, more visual aids, speak slowly. Teacher 39 
Utilize different resources to support the student's instructional level, involve the 
student in small intervention groups for additional support 
Teacher 41 
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Teachers’ responses Item 23 Teacher 
visuals, graphic organizers, pairs, groups, revised materials Teacher 1 
scaffolded content, project-based learning, inquiry approach, design cycle Teacher 2 
visuals, pairs, instruction at language level of student Teacher 3 
visuals, more time on vocab. Make it more fun, make sure student has friends Teacher 4 
academic skills, adaptability skills, and hygiene, society skills Teacher 6 
split up the day with grade level and instructional level Teacher 7 
whole-brain teaching, Kagan strategies, leveled groups Teacher 8 
IB model and adapt it to students Teacher 9 
ELL department helps fill the gaps Teacher 10 
intervention groups, assignment scaling, visuals, support staff Teacher 11 
small groups, differentiation Teacher 12 
increased scaffolding, grade-level reading materials Teacher 13 
Provide extra help Teacher 14 
understanding and empathy Teacher 15 
ELL support groups, tutoring with an outreach worker, native-language pairs, 
small groups with teacher 
Teacher 16 
have student work with ELL tutors Teacher 17 
scaffolding instruction, build their skills Teacher 20 
Almost all of my students are in this situation. I teach curriculum at the level the 
students are at or slightly above. 
Teacher 21 
preschool and kinder materials to build background knowledge & readiness skills Teacher 22 
build necessary background skills Teacher 23 
one-on-one with teacher, determine level, small groups, individual help, modified 
assignments 
Teacher 24 
work with ELL teacher, work with parents to fill gaps Teacher 26 
one-on-one time for teaching key concepts, identify from curriculum the 
essentials to the objectives 
Teacher 27 
special needs class - already adapted to performance levels Teacher 28 
graphic organizers, adjusted reading materials, work with ELL teachers to make 
adjustments 
Teacher 29 
meet only the basic expectations of the course Teacher 31 
why slow down for a couple students? Teacher 32 
supplement work, one-on-one time with teacher Teacher 37 
reading-level material, visuals, slow speaking Teacher 39 
use different resources, small intervention groups Teacher 41 
 
Item 26 Perceived reason why to know discourse habits 
General, affective reasons for knowing about discourse habits: Teacher 
Discourse habits = more info = better instruction Teacher 1 
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Knowing discourse habits respects the student Teacher 15 
Better relationships, relaxed environment, better achievement. Reduces cultural 
barriers & misconceptions 
Teacher 2 
To get to know students Teacher 9 
Know discourse habits to be able to relate Teacher 19 
Discourse habits to connect with student and family Teacher 27 
Reasons for knowing about discourse habits that directly relate to teaching:  
Teacher is better able to compare  Teacher 5 
Discourse habits so teacher can adjust to help them understand content Teacher 28 
Teacher can better meet students' linguistic needs Teacher 6 
to know how to address students in class and what to expect from them  Teacher 22 
discourse habits affects behavior in the classroom. Helps make lessons real Teacher 11 
Discourse behavior in a new environment affects success in classroom. Society 
has different expectations. 
Teacher 12 
To better understand classroom dynamics Teacher 26 
Other information about discourse habits, including definitions:  
trauma seen in the past affects discourse habits Teacher 7 
discourse habits give teachers knowledge about interruptions, direct and indirect 
question-asking 
Teacher 3 
discourse habits as a way to know what is acceptable in their culture and connect 
them to American culture. 
Teacher 14 
discourse habits to detect frustration and to facilitate positive interactions with 
other students 
Teacher 20 
know discourse habits in order to not misinterpret students' ways of showing 
respect.  
Teacher 21 
Discourse habits displayed in the classroom can be understood by the teacher 
through interacting in community events 
Teacher 24 
Re-routed responses  
Focus should be on understanding English reading and speaking.  Teacher 29 
I think it is helpful to know how much schooling they had, what type of schooling 
they had.  One of my students came from a refugee camp where at the age of 11 
she was the teacher.  They used a stick in the dirt to write their letters.   It is also 
important to know that in some cultures they do not make eye contact, don't use 
plurals etc. 
Teacher 4 
To ensure you are correctly and appropriately meeting their needs Teacher 8 
It helps us all understand how important we each are. Teacher 10 
The cultural differences influence my perceptions of my students and their 
perceptions of me.  Knowing this allows for a more productive educational 
environment. 
Teacher 13 
I can draw on their experiences to make it more relevant to them. Teacher 17 
I would not want to be disrespectful. Teacher 23 
I'm not sure what the previous question is asking. Teacher 30 
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Best interest of student /  Teacher 31 
I can make bettr comparisons with the languages I teach. Teacher 5 
In order to understand their background and why they view things differently. Teacher 16 
May have an impact on instruction Teacher 25 
 
Item 30 why or why not language study 
Response Teacher 
I do not think you need to know another language, however if you have studied 
one you can better emphasize with the challenges they face. 
Teacher 1 
It can be benifical to have experience cultural miscommunicaitons, linquistics, 
etc. to be able to have empathy.  However, the job of the ELL teacher is not to 
learn their language, but to assist them in being self sufficant in English.  I teach 
students from 27 language groups a day.  I can not go out an learn 27 languages. 
Teacher 2 
Although it is not completely necessary, I definitely think it is highly beneficial.  
Having the experience of learning a second language helps me as a teacher be 
able to relate to my students.  For example, I taught English in Japan for a year, 
knowing very little Japanese.  I know how it feels to not be able to read a sign or 
understand a conversation. 
Teacher 3 
I would never be able to speak all of the languages that walk into my classroom.  
We have over 30 languages spoken in our school and we could never even begin 
to know them all.  It is more important to understand the culture and habits of the 
culture. 
Teacher 4 
It gives you perspective on how the multilingual students learn, and it gives the 
teachers the tools to break down barriers to learning. 
Teacher 5 
I've learned that my own language background really has essentially no effect on 
my ability to teach my students.  I feared that knowing English and only 
conversational Spanish would be a huge detriment to my teaching.  In actuality, 
it has not set me back at all. I have become very educated on the cultures of my 
students, which is way more important in my opinion than learning another 
language for the sake of knowing it. 
Teacher 6 
If you can have empathy for them then you can design a way to teach them. Teacher 7 
Once you have tried to learn a foreign language you have seen and experienced 
the different barriers that encompass learning and immersing in a new language 
and culture. By experiencing this first hand you will have patience, 
understanding, and empathy for those learning a new language.  
Teacher 8 
I have 9 different languages spoken in my room there is no way I could learn all 
the languages that come into my class.  We have all been in situations where 
something is foreign sounding (technology,mechanics, medical lingo...)  if we 
put ourselves in situations where we had no idea what was being spoken then we 
can , in a small way, understand what are students go through daily. 
Teacher 11 
You can use a variety of other resources to make connections.  Teacher 12 
It is definitely an asset but not a requirement.  I think what is more important is 
an awareness of different phases of language acquisition.  Yes it is helpful to 
have gone through this model however it is not necessary.   
Teacher 13 
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the student will be more at ease to communicate if you had an understanding of 
their language or culture. 
Teacher 14 
It would make them happy. Teacher 15 
I do feel it is important (and a big downfall of US education) that we do learn 
another language, however it is not important in terms of connecting with other 
students because this can be done by being aware of their culture and 
understanding the differences. 
Teacher 16 
It helps to relate and bond to the teacher  Teacher 17 
Should study the culture, or visit it.  Not only study language. Teacher 19  
I don't think that you have to know every language, but it is helpful to be more 
interactive in other cultures.  
Teacher 20 
A person who has studied another language will better understand the "stages" of 
language development and can be more empathetic with students. 
Teacher 21 
It would be impossible to know all of them. Teacher 22 
which one would I choose? Teacher 23 
It would be nearly impossible for me to learn every language of my students.  I 
do try to learn a few words.  I feel that I can make a meaningful connection with 
a student and their family without being able to communicate in their language.  
People know when you care about them and their child even if you don't speak 
their language.  
Teacher 24 
It is helpful but not nessiscary. Teacher 26 
Why don't we include sign language as an alternative language? There are deaf 
people in our community that have no one to communicate with outside their 
small community but this doesn't seem to be a concern. 
Teacher 27 
As long as you understand their culture and how they communicate you can be 
successful. However, it doesn't hurt to study more languages - it just provides 
another level of support. 
Teacher 28 
English is the focus.  It is true that it may benefit the instruction to know about 
the other languages but there are so many that the time is better spent delivering 
reading/speaking instruction. 
Teacher 29 
because then you can empathize with the difficulties that come with trying to 
communicate and learn in a different language 
Teacher 30 
Language barrier can be broken down by CARING for students and helping 
them anyway I can 
Teacher 31 
Because there are other ways to communicate with the student.  Teacher 36 
 
Item 31 amount of linguistic knowledge 
Response Teacher 
I don't think you need to have specific knowledge of other languages to teach 
them.  You need to be aware that all languages are different;many have a 
structure that is very different from English. 
Teacher 1 
If you can say a few greeting or small phrases in the student's language that is 
great.  
Teacher 2 
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I think it's important to know basics about languages or groups of languages.  
Even if I don't know words or phrases in those languages, I think it's important to 
know how that language "works" and maybe some key traits of speakers of that 
language.  For example, I don't need to know lots of words in another language, 
but it is helpful to know if it is written right to left or left to right.  It is also 
important to know a little bit about how grammar and syntax of other languages 
works because that is often where my students have difficulties.  Do they put 
adjectives before or after nouns? Do verbs come at the beginning or the end?  
How are questions formed? 
Teacher 3 
none Teacher 4 
Basic phrases are good, but you don't have to know those specific languages.  
Any language study is helpful. 
Teacher 5 
I think a full understanding of an ethic language is necessary to teach my 
students.  Conversational English is not enough for my students. The majority of 
my students are the spokespeople for their entire families, and they rely heavily 
on my studnets to get by in America. 
Teacher 6 
I think it would be beneficial for us to have at a minimum basic communication 
skills for everyday life. 
Teacher 7 
A moderate amount. I think it is apppropriate to know at least basic greetings and 
how the langauge is set up- grammar etc.. ( do they read right to left, up and 
down, is the langauge a latin base, or character base etc..?)  
Teacher 8 
We have over 40 languages in our school. Although it would be helpful to know 
some basic greetings, it is hard to keep up with all our languages. 
Teacher 10 
none see above Teacher 11 
It's helpful to know basic grammar rules, greetings and small phrases even 
perhaps negative words (swear words) but not necessary. 
Teacher 12 
the student will be more at ease to communicate if you had an understanding of 
their language or culture. 
Teacher 14 
Some Teacher 15 
none to very little Teacher 16 
culture, customs,some language,... Teacher 17 
Greetings, small phrases Teacher 19  
I think that it is important to be able to communicate on a basic level in order to 
facilitate cultural interaction.  
Teacher 20 
For a regular ed teacher - I think some phrases go a long way to help connecting 
with multilingual students. / For an English teacher - the grammar is important to 
understand why students make similar mistakes - adjective after noun, instead of 
before. 
Teacher 21 
I would like to know a few welcoming, neccessary phrases to show the families 
that I care and am trying. 
Teacher 22 
Greetings Teacher 23 
Greetings and small phrases are helpful  Teacher 24 
Showing understnading, kindness seems to help students understand the concepts. Teacher 26 
I don't know Teacher 27 
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Again I think we should focus on teaching them to read English straight up. Teacher 29 
Little, my class is conducted in English Teacher 31 
Greetings and small phrases.  Teacher 36 
 
Item 36 (Scenario 2) code-mixing in class 
Text response Teacher 
ID 
Mostly, I allow them to speak to others in their native or mixed language unless 
1) it is a distraction to the group or 2) they are supposed to be practicing a 
specific thing in English. 
Teacher 1 
It depends on the class.  If it is science, I would allow the code switching for 
greater content understanding.  If it is English class, I would remind the students 
that this is the safe place for practicing their English. 
Teacher 2 
I tell them that we are in my class to practice their English.  I do not tell them 
they cannot speak their first languages.  They can explain a word, direction, etc.  
But I do tell them that I should be hearing them practice more English. 
Teacher 3 
If the students are getting their work done and they are not leaving other students 
out (because they don't understand the language) it doesn't both me at all. I will 
go ask if they need help or ask them to explain their thinking to the project.  If I 
have a new comer I will put students of the same language together so they can 
communicate together. 
Teacher 4 
I remind them to practice the language of the class. Teacher 5 
I do not discourage the use of the first language, as long as it is used in a 
productive way. If students are aiding one another and furthering understanding 
for a classmate, there is nothing wrong with that. In my classes, my students' 
language abilities differ greatly. It is not uncommon for a student to aid a fellow 
classmate. / If, however, I find that the first language is simply used 
conversationally, and not in order to help with classwork, I instruct the students 
to switch to English. It makes students not apart of that language feel like an 
outcast, so I do not encourage that. 
Teacher 6 
I believe these students need to keep and practice their native language in order to 
keep it so occasionally using it in small group is fine with me. 
Teacher 7 
When I have new students, it is more than okay for them to be switching between 
the native and English language. I think it gives them confidence and enables 
them to engage in English and it shows they are understanding. I allow this in my 
newcomer group! 
Teacher 8 
It is usually ok for this to occur. Teacher 10 
It depends...are they including everyone in their group or is someone being left 
out?  I have no problem with them speaking their first language to other students 
who speak the same language, but if the task is working together and that is not 
being done then I will ask them to translate to the student that does not speak 
their language.  This does not happen often because I have sooooo many 
languages spoken in my class that only two students may speak the same 
language. 
Teacher 11 
 261 
Provide opportunities for them to learn needed grammar/vocabulary to help them 
be able to express their ideas in both languages. 
Teacher 12 
Depending on the situation I have encouraged it.  Due to the large number of 
students in my classes and the limited access to tutors I have had students peer 
tutor and at times explain in their native language.  However, I also break up 
groups by language and in this situation all students must speak English since it is 
their own common language. 
Teacher 13 
ask them to speak in english Teacher 14 
Emphasize the difference between formal and informal language. Teacher 15 
I think this is great!  I often ask my students to help translate for newcomers or to 
explain things in their native language to someone who is not able to grasp a 
particular concept. 
Teacher 16 
Depends on why they are switching. If it is for clarity then this is okay. If not 
then I remind them of my room policy 
Teacher 17 
Ignore it Teacher 19 
I allow this to happen and often facilitate it.  I observe to make sure that the 
communication remains appropriate and on topic.   
Teacher 20 
If students are on task and helping each other in their first language and everyone 
in the group can speak both languages then I let it go. If there are some students 
who don't know both languages, then I insist they use English and if they have a 
question to ask the teacher for clarification.  / If students are clearly not on task, I 
address it as I would any student who is off task in English only. Body language 
goes a long way in determining off task and on task behavior. 
Teacher 21 
I wouldn't intervene. Teacher 22 
If they working with their group and their work is being completed, why would I 
worry which language they were using. 
Teacher 23 
If everyone in the group understands both languages, I don't have a problem with 
it, but if some students are being left out, I would remind the students to speak 
English so everyone can participate. 
Teacher 24 
Let them do it; the point is to get across content Teacher 26 
I don't know Teacher 28 
It doesn't bother me if they switch languages. Teacher29 
Allow it. Teacher 30 
I allow it and do not have a problem with it. If the students appeared to be 
teasing, gossiping or taunting another student, I would try to address the situation, 
however.  
Teacher 31 
What is there to handle?  They communicate comfortably and easily in their 
native language.  Why would I mess with that? 
Teacher 32 
 
Item 38 ways of celebrating diversity in classroom 
Classroom diversity celebrations Teacher 
When new students arrive or I start a new group, part of the introductions include 
the languages spoken and the homeland.  I also use diverse books and materials.  
I encourage students to talk about their culture. 
Teacher 1 
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Signs, culture expressions, culture sharing occasions, telling personal stories Teacher 2 
We celebrate each child Teacher 4 
I am always making comparisons with classwork and the students' heritages. Teacher 5 
My classroom is decorated in flags and posters created by my students.  They 
were able to create something creative to display in the classroom, which has 
allowed them to take ownership. 
Teacher 6 
Celebrate other holidays Teacher 7  
With displaying their flags, having them talk about their culture and background, 
and having students bring in artifacts and photos; discuss all aspects of diversity 
with a positive and educational attitude.  
Teacher 8 
Any way that I can, through customs, news, fads,  Teacher 9 
My IB units incorporate global issues. Teacher 10 
Holidays, share language for same words, how many ways can we count to 10?, 
books with diverse characters, share family stories and culture, as English gets 
better share stories about their birth land... 
Teacher 11 
Cultural dance unit Teacher 14 
Current events Teacher 15 
The science words are in their native language. I have cultural artifacts in the 
room, use native musical instruments in sound unit 
Teacher 17 
We do not celebrate.  We study or research different ways of doing something 
compared to a different culture. 
Teacher 19 
I encourage students to share examples from their cultures when we are talking 
about different concepts. I compliment students on cultural accomplishments/ 
holidays, etc. I also facilitate communication between students of different 
cultures.  
Teacher 20 
We share holidays and celebration practices from different cultures represented in 
the classroom. Share traditional clothing. Share phrases in home languages. 
Teacher 21 
Reading about and discussing holidays from various cultures or customs. Teacher 22 
Invite them to share when comfortable.   Teacher 23 
It's nothing big, but I discuss differences and preferences from different cultures 
and encourage students to share with me and each other  
Teacher 24 
Try to celebrate everyone’s differences including my own Teacher 26 
Sponsor programs that celebrate diversity...including those with special needs Teacher 27 
I provide choice in topic selection and I have students share about their cultures. Teacher 28 
Read books about different cultures. Teacher 29 
Openness to all kinds and acceptance of differences is worked on and celebrated 
on a near daily basis 
Teacher 31 
 
Item 39 ways of celebrating diversity school-wide  
School diversity acknowledgement Teacher 
International flags hanging, posters and bulletin boards with different languages Teacher 1 
Multiple languages posted, SPIRIT committee Teacher 2 
Global citizenship committee, ethnic lunches, field trips to watch cultural 
performances at the Civic Center 
Teacher 3 
We celebrate diversity daily.  We have flags from all of the countries our Teacher 4 
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students represent hanging in our lunchroom.  We encourage students to talk 
about their home countries and we encourage students and their parents to keep 
their first language. 
We show it statistically, we have diversity shows and classes. Teacher 5 
We are an IB school, which means that we truly strive for a school that promotes 
diversity. We have a Diversity Assembly which celebrates our students, but I 
think this is a rather cliché way of integrating the minority cultures. I wish it 
were celebrated more on a daily basis, and not JUST in the ELL classroom. 
After all, we are the most diverse school in Iowa. 
Teacher 6 
We have created diversity kits with things that they would be familiar with in 
their culture. 
Teacher 7 
Our school celebrates the "holidays" of diversity.  Teacher 8 
We have a diversity week and a diversity assembly in which students from other 
countries put on show celebrating their customs, dances, songs, etc. 
Teacher 9 
Language B classes of Chinese and Spanish are offered. IB units emphasis 
international awareness. 
Teacher 10 
We have a diversity celebration every year, cultural fair, diversity group that 
meets and discusses issues of the student population and possible solutions and 
ways to get all students involved in and feeling like a part of the school 
environment. 
Teacher 12 
Diversity assembly Teacher 13 
Diversity assembly, we have 30 different languages spoken at our school Teacher 14 
Assembly Teacher 15 
Culture day Teacher 17 
Assemblies Teacher 19 
Diversity assembly, talent show, promotional materials. Teacher 20 
Signs in different languages.  Teacher 21 
We study a country and its culture each year. Teacher 22 
Nothing formal, just an appreciation for the different languages and cultures 
represented.  
Teacher 24 
Diversity assemblies Teacher 25 
I’m not sure what other teachers do but there is a large ELL program. Teacher 27 
Assemblies, activities, Diversity week, representation on Homecoming 
Court/Prom Court 
Teacher 26 
Cultural fairs Teacher 31 
 
Item 41 Responses about “mainstream cultural ideals” 
Response Teacher 
I think that would mean the ideals of the dominant culture, in this country it is 
white European ideals. 
Teacher 1 
North American unwritten rules of behavior, expectations, and values imposed 
on people. 
Teacher 2 
I would explain it so they would know about them, but not push them on them. Teacher 7 
Generally practiced cultural norms of a larger society Teacher 13 
White dominated in Iowa. Teacher 15 
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What the majority represents Teacher 19 
Cultural norms for middle class white Americans.  I think this is changing, but 
still I think it is the mainstream cultural ideals.  
Teacher 24 
  
One idea that everyone must have. Teacher 4 
Not sure Teacher 16 
Not sure what is meant by this Teacher 17 
I don't know Teacher 27 
  
The beliefs, values, and attitudes which are most common in society and 
generally speaking, what people need to be familiar with in order to function 
well in a given society and culture. 
Teacher 3 
Mainstream would be the culture of the community in which the school is 
located. 
Teacher 5 
I would describe this as the ideals that one who is part of the regular mainstream 
part of education would be a part of and how they view diverse cultures. (The 
general ed. students) 
Teacher 6 
As ever changing. Mainstream is no longer "mainstream" Teacher 8 
Christmas, Easter, Thanksgiving, get new stuff,  Teacher 9 
All cultures taught in my class???????? Teacher 11 
Learn to accept cultural differences Teacher 14 
I think that mainstream ideals have to do with a mixing of diverse cultural ideals 
in order to make a blending of cultures.  
Teacher 20 
Including diverse cultural ideals in all areas of the general education classrooms. Teacher 23 
What people think Teacher 26 
Average American understands about culture Teacher 28 
I don't.  Mainstream is what you make it Teacher 31 
 
Item 48 ways teachers give students opportunities to utilize prior knowledge 
Response Teacher 
If a student recognizes something that is similar to their homeland or culture, we 
talk about how it relates to the current topic. 
Teacher 1 
schema theory - "Miss, in my country we......"  lots of discussion, visuals, etc. Teacher 2 
with Spanish it is easier, but teaching cognates or similar word structures to help 
students see similarities between words and word families in Spanish as well as 
English. 
Teacher 3 
showing that some sound systems of certain languages are the same, or parts of 
speech. 
Teacher 5 
When we learned about Challenges and Choices, I had my students write a 
narrative about a challenge they fared in their lives, and how the overcame it. 
This really allowed the students to more fully understand the concept, and 
connect it with their own unique experiences. 
Teacher 6 
I let them share things from their country to the class Teacher 7 
I always try to connect background knowledge to what students know and have 
exprienced. They share this both orally and in their writing.  
Teacher 8 
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When they can share!!!  make connections.  share on map at beginning of year 
where students are from 
Teacher 11 
When discussing various themes in history or new vocabulary we connect it to 
their prior experiences 
Teacher 13 
native dances Teacher 14 
in reading groups, I often ask students to share how they can connect from their 
past to what we are reading or studying 
Teacher 16 
they talk about how they use technology in their culture Teacher 17 
How is this done in your previous homeland? Teacher 19 
I encourage them to communicate their cultural heritage through describing 
holidays, foods, experiences, family structure, and the beauty of all of these.  
Teacher 20 
Students write I am from poems, they are encouraged to share their own ways of 
doing math problems and also share what their communities were like when we 
learn about communities here in the States. 
Teacher 21 
Books, writing, experiences. Teacher 22 
I try to have pictures that represent their home countries or items they use in their 
homes and then tie it into the new knowledge or story  
Teacher 24 
Pair Share, grouping, working as teams. Teacher 26 
discussions Teacher 27 
Talk to them Teacher 31 
 
Item 51 (Scenario 3) Responses withdrawn and crying student 
Response Teacher 
I think having a meeting with their parents, translator is important.  I also think 
finding them a friend is important. 
Teacher 4 
I would get him counseling.  I would ask him why to see if I could incorporate 
something into my lesson plans. 
Teacher 5 
I have had this situation this year.  I have connected this student with someone 
who speaks his language and given him visual support for everything.  I'm lucky 
because he tells me if he doesn't know.  He also is allowed to do partner work. 
Teacher 7 
I might have a parent come in with a translator for a conference. We might see if 
there is a specific situation upsetting the child about the new school or situation. I 
would be understanding that is it scary and upsetting to be a new place if you did 
not want to be here, but I would offer positive situations and opportunities so the 
child does want to stay and start to be involved.  
Teacher 8 
Talk to parents, maybe let them write about their home country or do a poster 
tribute to it 
Teacher 9 
Find out if there is more going on.  Have a translator meet with parents.  Find out 
THE STORY 
Teacher 11 
Talk with them; refer them if necessary. Teacher 15 
I would listen to the student about their concerns, help them to find interesting 
things to do and facilitate friendships with students in the school.  
Teacher 20 
Help develop social skills and meet other students. Teacher 22 
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Before moving to 2nd grade, I taught preschool so this was somewhat common.  
Once I had a boy cry and run around the room for the entire 3 hours.  I could not 
get him to calm down.  He had only been in this country for 6 months.  I finally 
called home and had him talk with someone who could understand him.  The next 
day, his mom sent word that he needed to not call home any more because he 
needed to come to school.  I just tried to comfort him in any way I could until he 
became comfortable.  
Teacher 24 
The first thing is to take care of the student. I would try to contact one of the 
bilingual outreach people to help get services for the student. In the future I 
would take time to talk with the student and check in often with them. 
Teacher 27 
I don' know Teacher 28 
I would give the student an opportunity to take some time to deal with the 
situation as needed, I would call the ELL teacher or administrator/counselor to 
help with the situation. 
Teacher 29 
We have all had to adjust to life changes.  Share through pictures a home where 
you used to live and the new home.  Share any times of change and adjustment in 
your life.  Going to college, etc. 
Teacher 30 
 
Item 53 (Scenario 4) Responses to low attending student 
Response Teacher 
It is not necessarily that Maria's family does not think education is important. 
Their culture may have different priorities.  If the lack of attendance were 
affecting Maria's performance, it would be important to share this with the family 
over time to build their understanding of how American schools work. 
Teacher 1 
The family is going through something, set up the interpreter and possible the 
success worker or social worker to make a home visit.  See if there is help that 
can be set up.  
Teacher 2 
I had a meeting with her mom, translator and myself where we talked about 
school and the real reason why she wasn't coming to school.  I then found another 
student who spoke her language and always made sure they were grouped 
together - when the child had a friend and felt validated she started to come to 
school each day.  I also made sure that she felt successful each day. 
Teacher 4 
I contact the parents to explain how important attendance is, and that the parents 
need to give the student the opportunity to get caught up. 
Teacher 5 
come to school as much as possible, maybe call parent and find out the situation Teacher 9 
Trying to figure that out currently.  When family is sick my student is gone cause 
he can speak English to the doctor.  BIG responsibility for an 8 year old.  I tell 
him the importance of school and point out what he missed and how his grades 
are slipping.  I have had translator call home. 
Teacher 11 
I would make a call home to talk with parents/family members to find out more 
information and to see if other possible solutions can be found. If not, I would 
work with the family and the student to provide a way for school work to be 
completed at home. Notify the attendance/office of the home situation.  
Teacher 12 
We typically attempt to have a parent meeting or do a home visit and discuss 
expectations of school related to attendance.  If needed we will attempt to offer 
Teacher 13 
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alternative assessments and extra tutoring 
Family is more important than high school. Teacher 15 
I make sure that she has packets to take home to do. Teacher 17 
Refer her to academic advisor Teacher 19 
I understand that in their culture that family is very important.  I communicate 
with the family if there is a way that I can help to facilitate education within the 
family expectations.  
Teacher 20 
We have a team at our school that works with these families. Teacher 22 
Try to help her catch up when she is in school. Teacher 23 
Work with the student and family Teacher 26 
I would contact the family to make sure that they know she missed. I would then 
try to find a way to help the student stay caught up with grades, and keep trying 
to show her the importance of education. 
Teacher 27 
Inform the ELL staff to have them contact the parent Teacher 28 
I would work with Maria to make up work as needed and also inform the 
administrator in order to help as needed. 
Teacher 29 
Talk to outreach worker.  Suggest to find options for having the student cared for 
by friends or family when the rest of the family has to go away. 
Teacher 30 
 
Item 55 Scenario 5 responses to disorganized and no home support student 
Response  Teacher 
First, I would have the Vietnamese interpreter call home.  If it continues, I would 
set up an opportunity for her to do her homework before or after school so she 
can get some help.  I would try to make sure important information was translated 
or communicated via the phone. 
Teacher 1 
Don't expect too much to be done at home and don't be frustrated right away 
when it seems like there is little home support.  This may mean that she doesn't 
take library books home if they don't come back.  Possibly invite parents and a 
translator in to school to show them what the important papers may look like 
(there are many other papers that go home that aren't important). Possibly provide 
a visual checklist with pictures to show parents what to look for in her backpack 
and to check off when they return back to school (papers, books, etc.). 
Teacher 3 
I have stopped giving homework for this reason.  My special education and ELL 
students were having major problems with their homework completion.  At the 
end of each day I give the class 15 minutes to work on their homework-this way 
they may work in a small group with the associate or myself on completing their 
work. When I did send homework home we always made sure they never had 
'reading' they couldn't do for example, math worksheet with no story problems. 
Teacher 4 
I would try to involve the family in fixing the situation by explaining that they 
need to help her succeed in school. 
Teacher 5 
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I would meet with Thi Lien and set up a plan with her on how she can be most 
successful. We have fabulous bilingual outreach workers at our school, who 
would certainly help with this. It is essentially their job to aid in these situations, 
and make contact with the parents.  I would offer whatever support I could in 
order to help Thi Lien be most successful. 
Teacher 6 
Try to find outside help (meaning other than me), with a counselor Teacher 9 
Have an interpreter call home, interpret papers, give help after school. Teacher 10 
Work with the child Teacher 11 
We have interpreters to help Teacher 14 
Case manager contact. Teacher 15 
I would ask one of our translators to call home and find out if papers are not 
getting returned b/c of the language barrier and also to reinforce the expectations 
of completing and returning homework.  If supplies are the problem, I would 
supply the students with school supplies to keep at home. 
Teacher 16 
Have interpreter contact family Teacher 19 
I continue to attempt to contact the parents through interpreters.  I also offer 
support to the student within the school day.  
Teacher 20 
I would use a bilingual worker to help me contact the family so I could explain 
what needs to happen to papers sent home. I also would question the papers I am 
sending home and the purpose of the papers - if they are all in English, the 
parents might not be able to read them and in that case I would need to try to 
communicate in a different manner. I would also try to find out if parents are 
working during the evening and might not be able to help with organization. I 
would try to help teach the student how to organize their own papers. Homework 
needs to be work that students can do without assistance. 
Teacher 21 
Our team also helps with these situations. Teacher 22 
Try to get papers in native language to take home or have a translator call home. Teacher 23 
I would try to communicate with the family about the most important papers 
through a translator.  I might try to connect her to tutoring or after school group 
that could help with schoolwork.  Often refugee families are overwhelmed and 
just don't have the time or energy left to figure out all the school stuff.  
Teacher 24 
I try to keep her organized at school, and try to differentiate my lessons so the 
homework is reduced. At school I try to teach techniques to assist her at home. 
Teacher 27 
Contact the home through translators Teacher 28 
I would have her stay at lunch to help get organized, speak to the ELL teacher 
about needed assistance. 
Teacher 29 
Have the outreach worker call the family and/or translate a note.  Talk to a sibling 
of the child.   
Teacher 30 
 
Item 57 Responses of influence of cultural values on learning 
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Responses to Item 57: Do you believe that society's cultural values as well 
as your own culture have an influence on ethnic students' learning in your 
classroom? In other words, do the content you teach and/or the way you 
teach it have an effect on a student's receptivity to learning? Why or why 
not? Please explain. 
 
Strong understanding of bias on learning Teacher 
If students do not feel a connection to what they are learning, their affective 
filter can go up.  Much of what we teach in American schools is out of sync 
with other cultures. 
Teacher 1 
Students pick up on body language, nonlinguistic cues, and intonation.  You 
can't always be neutral about everything. 
Teacher 2  
Content and the way I teach definitely would have an effect on a student's 
receptivity to learning.  For any content, any subject, it's important for students 
to know WHY it is important to learn and how it relates to them.  Even though 
American history may not be part of their past ethnic culture, it is still 
important for them to learn now because now they are living in America and 
need to understand about this country as well. 
Teacher 3 
If I taught in a close-minded way, I would obviously hinder my students' 
learning.  Often, my students feel belittled by mainstream regular-ed students. 
However, my classroom is an environment where they feel most at ease, and 
able to be themselves. / However, if one was to observe my ELL students in a 
general education classroom, they would surely see my students quiet, and shy. 
So yes, a teacher's cultural values as well as society's GREATLY impact my 
students' learning. 
Teacher 6 
Most of our teaching is about a world they know nothing about. Teacher 7 
How I was raised, educated and the community I was surrounded by has an 
impact on my actions, wording, and what I believe might be behavior or 
academic norms. Understanding and continuously researching and immersing 
myself in new cultures allows me to be open minded and just "open" with new 
cultures and what comes with that.  
Teacher 8 
I'm sure the way you were brought up is going to influence everything you 
do,,, you can, by acknowledging this, make moves to redesign your teaching 
Teacher 9 
Of course, since our education is a product of our culture Teacher 17 
Everyone's ideals tend to "show through" personality Teacher 19 
I think we all have our own bias that we bring to the classroom, we need to try 
to put it aside and maintain high expectations for all students. The content has 
to relate to students' experience and lives and as we have students with more 
diverse backgrounds it is harder to connect with all students using the same 
methods and constructs. 
Teacher 21 
Society has many biases that are not true that can hinder a student in many 
ways. 
Teacher 26 
Other ideas toward bias of society and mainstream cultural ideals  
Language is culture and culture is language. Teacher 5 
I teach my values and I am a role model for my students; my values are not 
necessary their family values but they are society’s values and if they are 
going to thrive in this society they need to learn the cultural values 
Teacher 11 
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Students have to see a need for what they are learning. The value of an 
education for Americans does not match their families' financial needs. 
Students are often conflicted with wanting to go to school and wanting to help 
their families by working. 
Teacher 12 
I think that the content that we teach needs to be scaffolded into information 
that the students can identify with.   
Teacher 20 
My understanding of the world influences who I am and how I view the world 
- which includes how I respond to situations. 
Teacher 28 
This is true for all students, not just English language learners.  I do not feel 
this is a necessary question. 
Teacher 13 
All students’ receptivity to learning is affected by many things.  We try to do 
the best we can.  The English language is what it is.  It's the same for everyone 
to learn. 
Teacher 29 
 
Item 64 Responses to what knowledge teachers need to cultivate successful classroom for diverse 
students 
Response Teacher 
An overall understanding of how culture affects learning and an appreciation 
that cultures can be very different around the world. 
Teacher 1 
Build relationships of all.  Teacher/student   student/student  
administration/student  administration/teacher  through understanding comes a 
mutual respect.  
Teacher 2 
high expectations for all students.  Providing scaffolds to help students 
succeed. 
Teacher 3 
I think it is most important to know how much and what kind of education they 
had in their home country.   
Teacher 4 
I need to allow them time to acclimate to our country and school and support 
them through the journey. 
Teacher 7 
Asking and answering honest and open - but appropriate questions. Allowing 
time for misunderstandings and change. Research and building the personal 
relationships with all students, regardless.  
Teacher 8 
Ethnic background, content knowledge Teacher 9 
Keep everyone involved. Include examples from their culture. Ask them to 
share stories. 
Teacher 10 
As much as you can gather.  I do home visits, drive students to school concerts, 
attend cultural events I try to be visible in their community.  The more I know 
the more success I have as a teacher and the more success the student will have 
Teacher 11 
As much as possible Teacher 13 
Reading, writing, speaking and listening. Teacher 15 
Previously learned skills Teacher 17 
High ecpectations for all Teacher 19 
I think understanding as much as possible about the students' family and 
culture and balance that with the individuality that not all people in the same 
culture have the same experiences. 
Teacher 21 
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A caring, cooperative, and engaged classroom. Teacher 22 
Any understanding of their culture will help inform my teaching and classroom  Teacher 24 
There needs to be a caring environment filled with understanding and patience. Teacher 26 
If they can see and hear me that is pretty much all I need. Teacher 29 
 
Item 67 (Scenario 6) Responses to balancing biased curriculum 
Response Teacher 
Supplement with other materials that show a different point of view, 
discussions about different point of views 
Teacher 1 
Lots of supplemental material created by the teacher Teacher 2 
Talk about/show other people groups who were under-represented in the text.  
Allow for more discussion in the class (what are the students' responses to 
what they are learning and why) instead of simply just teaching information. 
Teacher 3 
I do what I believe is best for my students so I do NOT do what the textbooks 
say.  I have gone to our literacy leader/principal explained what and why I was 
doing something and taught to my students and their needs. 
Teacher 4 
Bring in outside resources so that the course is more balanced. Teacher 5 
I would use supplemental resources that would enhance student learning. This 
is what I currently do as well. 
Teacher 6 
I would research the material and present it from other sides. Teacher 7 
I am not sure Teacher 8 
Give a more balanced view, have students weigh in on the subject --- give both 
sides to explore 
Teacher 9 
Rewrite IB units to include all cultures, not just those represented in current 
classroom. 
Teacher 10 
Enrich-bring in materials that teach the objective and add to the text Teacher 11 
Use alternative texts Teacher 13 
Not use the book, what will happen... Teacher 15 
Use the required textbook and bring in some other materials to show different 
perspectives. 
Teacher 16 
Use it as a supplement book  Teacher 17 
Bring in alternative resources Teacher 19 
Use literature and guided reading texts to incorporate more diversity. Teacher 22 
I would bring in additional materials and perspectives Teacher 24 
I would enrich what I am doing with my own materials. Teacher 27 
Provide additional viewpoints through outside readings Teacher 29 
Find images to enhance instruction. Teacher 30 
 
Item 72 Comments on attended professional development 
Helpful Teacher 
It expanded my knowledge base and my bag of tricks Teacher 2 
It furthered my understanding of my students' backgrounds, as well as gave me tips 
for best practices that I could implement in my classroom. 
Teacher 6 
I have been to many ELL trainings. They were all insightful  Teacher 8 
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It was helpful, to recognize different cultural backgrounds as well as to different 
ways to introduce new vocabulary to make it so the words don't get in the way of 
the testing 
Teacher 9 
Got to discuss views of different culture- both fact and fiction. Staff and students 
have shared their own personal stories of survival in past culture and current US. 
Very helpful. 
Teacher 10 
It taught me that all students need linguistic taught. You might have a US born 
student who had very little interaction with adults as a child that need linguistics.  
Lots of visuals! The conference helped me understand the different levels of 
linguistic development. 
Teacher 11 
Offered instructional practices, collaboration, and cultural awareness. Teacher 12 
SIOP was extremely helpful in creating a more positive and productive classroom 
for my ELL students and general education students. 
Teacher 13 
SIOP, great. Teacher 15 
SIOP is very hands-on training (Sheltered Instruction Observation Protocol) Teacher 19 
This has helped me to utilize teaching strategies, skills in order to facilitate 
learning of students of all cultures.  
Teacher 20 
It was a SIOP training and I think the strategies and methods presented can be 
helpful for not only multilingual learners, but other learners who might be 
struggling. 
Teacher 21 
Being immersed in a simulation of being part of a family coming to the U.S. and 
having to navigate the system. Several cultural sensitivity training sessions. 
Teacher 22 
SIOP, How to Use Fordable, Project based learning, Reading Strategies, Teacher 26 
Neutral  
I have attended the Our Kids conference. / I also have a masters degree in reading 
and have an ELL endorsement  
Teacher 4 
Our whole school got their ELL endorsement to better serve our kids. Teacher 7 
Working on ELL endorsement Teacher 16 
SIOP, Iowa Language Conference Teacher 17 
Yes, I have attended several PD's. One thing I have often heard is "Good teaching 
is good teaching." Many of the instructional strategies and methods which are 
beneficial for ELL's also could apply to struggling native-speakers, but with ELL's 
there are other factors and concerns which must be taken into account as well. 
Teacher 3 
Unhelpful  
A lot of professional development just scraps the service and does not go deep 
enough. 
Teacher 1 
 
 
 
